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Abstract The costs for delivering services to individuals with
autism and other disabilities total more than $137 billion an-
nually and grow exponentially. Given this figure, service-
delivery organizations are under pressure to ensure staff are
well-prepared to deliver services through the provision of
training. Providing effective staff training and performance
management is also necessary for the delivery of evidence-
based practice and is an ethical obligation for Behavior Ana-
lyst Certification Board®, Inc. (BACB®) certificants. The pur-
pose of the present study was to document the various types of
staff and supervisory training and performance management
procedures offered to BACB® certificants and aspirants work-
ing in applied settings.

Keywords Staff training . Supervisory training . Performance
management

The quality of services provided to consumers is a function of
the behavior of staff delivering said services which, in turn, is
influenced by the quality and consistency of training and per-
formance management practices adopted by organizations.
Organizations risk a host of negative outcomes when they
offer ineffective staff training programs and little follow-up
support. Research has shown that staff–consumer interactions
(Finn and Sturmey 2009), opportunities for teaching (Schepis
et al. 2001), consumer quality of life (Jahr 1998), and other
important outcomes (e.g., consumer engagement, Szczech
2008) may be compromised when staff receive poor training
and insufficient performance management practices. These

findings underscore the importance of ensuring direct-care
staff are well-trained to accurately and consistently implement
the teaching and behavioral intervention plans for consumers
(DiGennaro Reed et al. 2013). Given that behavior analysts
may work in management or supervisory positions and com-
monly oversee direct-care staff or guide the development of
teaching procedures and behavioral interventions, ongoing
training and professional development is also necessary for
upper-level employees. Thus, the provision of empirically
supported training directly relevant to the daily job responsi-
bilities of employees working at all levels of an organization is
valuable. Behavior analysts working in a supervisory capacity
could participate in a training program that addresses effective
supervision practices (e.g., Reid et al. 2012). Organizations
might offer monetary incentives or bonuses for directors, be-
havior analysts, and direct-care staff if they meet or exceed a
minimum performance criterion on consecutive monthly ob-
servations. Ideally, organizations make available and require
employees to participate in pre-service and in-service training,
ongoing professional development, and performance manage-
ment programs.

The Behavior Analyst Certification Board®, Inc. (hereafter,
BACB®) offers guidance on this issue to behavior analysts
with board certification in their Guidelines for Responsible
Conduct for Behavior Analysts. Guideline 5.0 The Behavior
Analyst as Teacher and/or Supervisor specifies the delivery of
training and teaching. This particular guideline does not detail
particular training practices and content but establishes an
ethical obligation to design training programs that entail
proper supervised experiences, competently designed training
and supervisory activities, and training programs that meet
their goals (Bailey and Burch 2011). Moreover, Guideline
1.0 Responsible Conduct of a Behavior Analyst requires be-
havior analysts to Brely on scientifically and professionally
derived knowledge^ in one’s professional activities, which
may be interpreted to mean behavior analysts involved in staff
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training or supervision rely on empirically supported or
evidence-based training and performance management
practices.

Performance- and competency-based training (PCBT) is an
evidence-based procedure that includes training sessions in a
group format followed by on-the-job training (Parsons et al.
2012; Reid et al. 2011). The group training aspect incorporates
a six-step protocol including the following components: (1)
describe the target skill, (2) provide written instruction, (3)
demonstrate the target skill (i.e., modeling), (4) trainee prac-
tice of the target skill, (5) feedback delivered to the trainee
about his or her performance during practice, and (6) repeti-
tion of steps 4 and 5 until mastery is achieved (Parsons et al.
2012). Because this protocol requires trainers and trainees to
perform the target skill with some competency (i.e., meet a
mastery criterion), this procedure is both performance- and
competency-based. On-the-job training is necessary due to
the analogue nature of group training; that is, PCBT group
training involves simulated practice removed from the real-
world complexities of delivering services. As a result, organi-
zations are strongly encouraged to invest resources in on-the-
job training to ensure trainees’ skills generalize from the train-
ing environment to the delivery of services in the applied
setting. Parsons et al. (2012) recommend trainers observe
trainees delivering services and then provide feedback about
their performance until trainees successfully perform the tar-
get skill in the applied environment. Organizations that pro-
vide both PCBT group training and on-the-job training will
still need to allocate resources to ongoing staff support, pro-
fessional development, and performance management to en-
sure skills maintain over time and staff acquire the skills re-
quired to serve diverse clients with varying needs (Daniels
1994; Parsons et al. 2012; Reid et al. 2012).

Behavioral skills training is similar to PCBT and involves
instructions, modeling, rehearsal, and feedback (Sarokoff and
Sturmey 2004). This package has been used to effectively
teach staff to implement mand training (Nigro-Bruzzi and
Sturmey 2010), three phases of the picture exchange commu-
nication system (Rosales et al. 2009), a paired-stimulus pref-
erence assessment (Lavie and Sturmey 2002), behavioral sup-
port plans (DiGennaro et al. 2010), and other teaching proce-
dures (e.g., Palmen et al. 2010). Some researchers have mea-
sured the collateral effects of behavioral skills staff training
packages on consumer outcomes (e.g., Nigro-Bruzzi and
Sturmey 2010); in general, the results document effective staff
training produces improvements for both trainees and
consumers.

Despite the robust evidence in support of PCBT or behav-
ioral skills training, there is much to learn about the most
effective and efficient ways to implement the various compo-
nents of the training package. For example, research has only
begun to address how to maximize the effects of written in-
struction (e.g., Graff and Karsten 2012) and modeling (e.g.,

Catania et al. 2009; Moore and Fisher 2007), the need for
rehearsal (e.g., Ward-Horner and Sturmey 2012), or the type
and frequency of performance feedback (e.g., Pence et al.
2014; Wood et al. 2007). Perhaps more importantly, the extent
to which organizations adopt empirically supported training
and performance management practices for use with staff is
unknown. To develop a better understanding of training and
performancemanagement practices, the purpose of the present
study was to inquire about the various types of staff and su-
pervisory training procedures offered to BACB® certificants
and aspirants working in applied settings. The published liter-
ature includes summaries of myriad procedures, with some
clearly more effective than others. Identifying which of these
practices are adopted by organizations and experienced by
staff will inform ways to address the research-to-practice gap
and possibly stimulate research to tackle the real-world needs
of practitioners.

Method

Participants

Participants in this study were primarily individuals currently
certified (i.e., BCBA-D®, BCBA®, BCaBA®) or seeking cer-
tification from the BACB® who responded to an invitation to
complete an online anonymous survey. The survey was dis-
tributed by the BACB®, behavior analytic social media sites
(e.g., ABAI official Facebook® page), and a professional list-
serv (i.e., teaching behavior analysis). The number of individ-
uals who received the invitation is unknown because
certificants can opt out of receiving email solicitations from
the BACB® and we were unable to collect data regarding the
number of views on the social media sites. As a result, we did
not calculate a response rate. Four hundred individuals opened
the survey link all of whom agreed to participate.We excluded
respondents from analyses if they responded to fewer than
30 % of survey items. Eighteen respondents met this exclu-
sionary criterion. Thus, 95 % (n=382) of the individuals who
consented to participate completed more than 30 % of survey
items and were included in the study.

Instrumentation

To assess training provided to respondents working in service-
delivery settings, we developed a survey consisting of five
sections posted online by Qualtrics. We arranged the settings
on Qualtrics so respondents could only complete the survey
one time. The first section asked participants to provide de-
mographic information including the following: (a) gender;
(b) age; (c) highest degree obtained; (d) degree area of study
(e.g., applied behavior analysis, special education); (e) certifi-
cation held (e.g., BCBA®, BCaBA®); (f) number of years
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certified as a behavior analyst; (g) primary place of employ-
ment (e.g., private center-based program, hospital/medical
center, residential setting); (h) length of employment with cur-
rent employer; and (i) primary job classification (e.g., clini-
cian, direct-care staff, consultant).

The next section of the survey contained questions regard-
ing pre-service training (i.e., initial orientation or training pro-
vided upon hire) at the respondents’ current place of employ-
ment. These included (a) availability of orientation or training
upon hire and before working independently; (b) length of
time (range of 1 day to 2+weeks); (c) delivery format (e.g.,
face-to-face, online); (d) format (group or individual); (e)
training practices used (e.g., written instructions, modeling,
feedback); (f) follow-up questions about training practices re-
ported in (e) (e.g., mastery criterion, type and frequency of
feedback); and (g) respondents’ views on the extent to which
the initial orientation or training prepared them to successfully
complete their job responsibilities.

The third section of the survey asked respondents about
ongoing training they receive at their current place of employ-
ment. Items included (a) availability of ongoing training after
respondents started working; (b) training practices (e.g., work-
shops/lectures, feedback, conference attendance); (c) how of-
ten the ongoing training occurs; (d) follow-up questions about
ongoing training practices reported in (c) (e.g., format of train-
ing, frequency of supervisory observations, frequency of feed-
back); and (e) respondents’ views on the relevance of the
training topics to the job they perform daily.

The fourth section of the survey asked respondents about
the use of incentives at their current place of employment.
Items included (a) availability of monetary or non-monetary
incentives or bonuses; (b) if receipt of incentives or bonuses
are contingent on performance; (c) how often the incentives
are delivered; and (d) an opportunity to describe the
incentives.

If respondents indicated they are a supervisor, the final
section of the survey asked them about the training they re-
ceived to supervise staff. Items included (a) the number of
staff members they supervise; (b) availability of training about
effective supervision practices; (c) an opportunity to describe
the training practices made available pending the response
provided in (b); and (d) respondents’ views on the extent to
which the training successfully prepared them to supervise
others.

Procedure

Before conducting the survey, we obtained approval from the
governing Institutional ReviewBoard.We sent the survey link
via electronic mail to BACB® certificants who previously
elected to receive email solicitations from the BACB® and
one behavior analytic listserv (i.e., teaching behavior analy-
sis). In addition, we posted the invitation to seven behavior

analytic social media sites (i.e., Facebook® pages of The Anal-
ysis of Verbal Behavior, Behavior Analysis in Practice, The
Behavior Analyst, Association for Behavior Analysis Interna-
tional, Applied Behavior Analysis, Kansas Association for
Behavior Analysis, and Students of Applied Behavior Analy-
sis). Recruitment and data collection occurred in March 2014.

Results

Respondent Demographics

Three hundred and eighty-two individuals completed at least
30 % of the survey. The sample was primarily female
(82.72 %) with a mean age of 37.87 (range, 23 to 75 years).
A majority of respondents had master’s (76.70 %) or doctoral
(16.75 %) degrees. The most commonly reported degree area
of study was applied behavior analysis (n=182, 47.64 %).
Nearly three quarters of respondents identified themselves as
having a BCBA® (n=285, 74.61 %). Of individuals certified
by the BACB®, a large majority reported receiving their cer-
tification in the last 5 years (n=226, 62.78 %). Five individ-
uals reported they were not seeking certification; they were
employed as a behavioral consultant (n=2), direct-care staff
(n=1), administrator of a university-based program (n=1),
and a staff trainer at a center-based program (n=1). When
asked about their current place of employment, respondents
indicated working in a wide range of settings. Several of the
most commonly reported settings include private center-based
programs (n=88, 23.04 %), public schools (n=84, 21.99 %),
and client homes (n=72, 18.85 %). Nearly two thirds of re-
spondents reported working at their current place of employ-
ment for fewer than 5 years (n=262, 68.59 %). Consultants
(28.27 %), administrators/managers (16.23 %), and clinicians
(15.71 %) comprised more than half of the professionals who
responded to the survey. Table 1 summarizes the demograph-
ic, education, and employment data in more detail.

Initial or Pre-Service Training

Approximately half of the respondents indicated that upon
hire at their current place of employment, they received an
initial orientation or training before working independently
(n=209, 54.71 %). The lengths of time ranged from less than
1 day (13.40 %) to more than 2 weeks (18.66 %). Training
lasting up to 3 (n=57; 27.27 %) and 5 (n=43; 20.57 %) days
was reported with the highest frequency. A majority of the
initial training/orientation was conducted live, face-to-face
(n=205, 98.09 %), and in a group (n=135, 64.59 %) format.
When asked about the training methods used during their
initial orientation or training, respondents selected all items
that applied; thus, the sum of percentages is greater than
100 %. The most commonly endorsed training method was
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verbal instruction about how to perform a skill (n=170,
81.34 %). The second most frequently endorsed item was
written instruction about how to perform a skill, constituting
67.94 % of responses (n=142). Practice in a role-play or re-
hearsal situation (n=74, 35.41 %) and practice with actual
clients (n=75, 35.89 %) were training methods reported with
the lowest frequency, and fewer than half of the respondents
reported that a mastery criterion was required for these train-
ing methods. Ninety-eight respondents (46.89 %) indicated
they received performance feedback during training. Of re-
spondents who endorsed receiving performance feedback, a
majority indicated it was delivered verbally (n=74, 75.51 %)
throughout training (n=84, 85.71 %). Overall, 63 % of re-
spondents reported the initial orientation prepared them to
complete their job responsibilities successfully. Table 2 de-
picts these data in more detail.

Ongoing or In-Service Training

Two hundred and sixty-two (71 %) respondents indicated
their current place of employment offers ongoing
training after they started working. The most frequently
endorsed practice was workshops/lectures offered at the
respondents’ current place of employment (n=182,
69.47 %). Respondents indicated workshops/lectures were
most often available monthly (n=58, 31.87 %) or quarter-
ly (n=53, 29.12 %) and delivered in person (n=159,
87.36 %). Performance feedback was the second most
frequently endorsed ongoing training method (n=173,
66.03 %). When asked about the format of performance
feedback, a majority of respondents indicated they receive
feedback once per month or less and that it is most com-
monly delivered verbally (89.02 %) by a supervisor
(79.19 %). Respondents also reported they receive

Table 1 Demographic information

n %

Gender

Female 316 82.72

Male 66 17.28

Age

M 37.87

Range 23-75

Highest degree obtained

Baccalaureate 25 6.55

Master’s degree 293 76.70

Doctorate 64 16.75

Degree area of study

Applied behavior analysis 182 47.64

Behavioral psychology 8 2.09

Clinical psychology 17 4.45

Counseling 11 2.88

Developmental psychology 5 1.31

Education 15 3.93

Educational psychology 9 2.36

Experimental analysis of behavior 6 1.57

Industrial/organizational psychology 2 0.52

Organizational behavior management 3 0.79

School psychology 14 3.67

Social work 4 1.05

Special education 69 18.06

Speech pathology 10 2.62

Other 27 7.07

Certification held

BCaBA 22 5.76

BCBA 285 74.61

BCBA-D 53 13.87

Not seeking certification 5 1.31

Seeking certification 17 4.45

Number of years certified as a behavior analyst

0 to 5 226 62.78

6 to 10 85 22.25

11 to 15 35 9.16

More than 15 14 3.67

Primary place of employment

Client homes 72 18.85

Consulting firm 30 7.85

Hospital/medical center (in-patient or out-patient) 17 4.45

Private center-based program 88 23.04

Public school 84 21.99

Residential setting overseen by an agency 23 6.02

University/college 25 6.55

Other 43 11.26

Length of employment with current employer

0–5 years 262 68.59

6–10 years 56 17.02

Table 1 (continued)

n %

11–15 years 34 8.90

More than 15 years 30 7.85

Primary job classification

Administrator/manager 62 16.23

Clinician 60 15.71

Consultant 108 28.27

Direct-care staff 15 3.93

Psychologist/therapist 23 6.02

Researcher/research scientist 14 3.67

School teacher 15 3.93

Speech/language pathologist 2 0.52

Staff trainer 15 3.93

Student 10 2.62

Other 58 15.18
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ongoing training by attending conferences (n=169,
64.50 %). Being observed by a supervisor or trainer was
reported with relatively lower frequency (n= 148,
56.49 %). Respondents reported supervisory observations
most often take place weekly (n=35, 23.65 %) or monthly
(n=41, 27.70 %). Slightly more than half of the respon-
dents (n=146, 55.73 %) indicated the training topics are
directly relevant to the job they perform daily, and ap-
proximately one-third of respondents reported the topics
are only sometimes relevant (n=102, 38.93 %). Table 3
summarizes these data.

Incentives

Approximately 25 % of respondents indicated their current
place of employment offers monetary or non-monetary incen-
tives or bonuses (n=97). A majority of these respondents re-
ported the incentives are delivered contingent on desired work
performance (n=69, 71.13 %). When asked how frequently
incentives are delivered, respondents endorsed annually with
the highest frequency (n=39, 40.21 %) and daily with the
lowest frequency (n=1, 1.03 %). Table 4 summarizes these
data.

Supervisory Training

Seventy-five percent of respondents indicated they are respon-
sible for supervising other staff (n=273). Respondents report-
ed they supervise from one to 200 staff; most (n=200,
73.26 %) supervise fewer than 15 staff members. When asked
about the training they received, a majority of respondents
reported their current place of employment did not provide
training about effective supervision practices (n=181,
66.30 %). Of the respondents who received training to super-
vise staff, only four indicated they did not feel their supervi-
sory training prepared them to supervise others successfully
(4.40 %). Table 5 depicts these data in more detail.

Table 2 Pre-service training

n %

Availability of orientation or training upon hire and before working
independently

Yes 209 54.71

No 173 45.29

Length of initial orientation/training

Less than one day 28 13.40

1-3 days 57 27.27

4-5 days 43 20.57

6-10 days 39 18.66

More than two work weeks 39 18.66

Other (please specify) 2 0.96

Ongoing 2

Did not specify 1 0.48

Format of initial orientation or training

Live face-to-face (in person) 205 98.09

Live but via technology (video conference) 7 3.35

Online (no interaction with another person) 26 12.44

Online (with interaction with another person) 8 3.83

Initial orientation or training conducted in a group format

Yes 135 64.59

No 74 35.41

Training practices used

Written instructions about how to perform a skill 142 67.94

Verbal instructions about how to perform a skill 170 81.34

Lecture/Didactic training 122 58.37

Modeling (Trainer demonstrates skills to be performed) 122 58.37

Practice in a role-play or rehearsal situation with an
individual other than a client

74 35.41

Practice with actual clients 75 35.89

Performance feedback 98 46.89

Interactive discussion 139 66.51

Shadow current employees while they completed job
tasks

115 55.02

Written or oral quizzes 91 43.54

Did not specify 1 0.48

Mastery criterion for role-play or rehearsal 74

Yes 35 47.30

No 38 51.35

Did not specify 1 1.35

Mastery criterion for practice with actual clients 75

Yes 30 40.00

No 45 60.00

Mastery criterion for written or oral quizzes 91

Yes 80 87.91

No 10 10.99

Did not specify 1 1.10

Characteristics of performance feedback 98

It was provided one time only at the completion of
training

6 6.12

It was delivered throughout training 84 85.71

Table 2 (continued)

n %

I received written feedback 34 34.69

I received verbal feedback 74 75.51

Did not specify 9 9.18

Initial orientation prepared staff for job responsibilities 209

Yes 132 63.16

No 51 24.40

Somewhat 11 5.26

Other 12 5.74

Did not specify 3 1.44
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Discussion

The individual and societal costs for autism treatment total
$137 billion annually and grow exponentially (Autism
Speaks, n.d.); however, this figure does not include direct
and indirect costs of behavioral treatment for individuals with
disabilities other than autism and for whom behavioral treat-
ment is effective. Given these staggering collective costs, it is
understandable for stakeholders to expect staff will be well-
prepared to deliver effective services through the provision of
training. Moreover, providing effective staff training and per-
formance management is necessary for the delivery of
evidence-based practice (Detrich 2008) and is an ethical obli-
gation for BACB® certificants. The purpose of the present
study was to document the various types of staff and supervi-
sory training procedures offered to BACB® certificants and
aspirants working in applied settings. We also inquired about
various performance management practices. Our findings pro-
vide a glimpse into the training and support practices experi-
enced by staff working in applied settings.

Only a slight majority of respondents indicated they re-
ceived pre-service training before working independently.
The percentage of respondents who did not receive training
is alarming and introduces a host of potentially negative
outcomes. Staff who are ill-equipped to deliver behavioral
services are more likely to make errors during teaching or
implementation of behavior support plans. Should errors
arise, staff not only prevent consumer progress toward
identified goals and objectives (e.g., Gresham et al. 1993;
Dib and Sturmey 2007) but may actually harm consumers
(e.g., DiGennaro Reed and Reed 2014). Insufficient or non-
existent staff training and low-quality treatment may com-
promise a consumer’s right to effective behavioral treatment

Table 3 In-service training

n %

Availability of ongoing training

Yes 262 71.00

No 107 29.00

Practices used during ongoing training

Workshops/Lectures offered at your place of employment 182 69.47

Supervisor or trainer observes you working 148 56.49

Performance feedback 173 66.03

Conference attendance 169 64.50

Other 46 17.56

Frequency of workshops/lectures

Weekly 8 4.40

Monthly 58 31.87

Quarterly 53 29.12

Twice yearly 22 12.09

Annually 24 13.19

Other 16 8.79

Did not specify 1 0.55

Format of workshops or lectures

Live but via technology (video conference) 12 6.59

Live face-to-face (in person) 159 87.36

Online (no interaction with another person) 6 3.30

Online (with interaction with another person) 4 2.20

Did not specify 1 0.55

Frequency of supervisor or trainer observations

Annually 12 8.11

Daily 14 9.46

Monthly 41 27.70

Weekly 35 23.65

Twice yearly 12 8.11

Quarterly 16 10.81

Other 16 10.81

Did not specify 2 1.35

Format of performance feedback

I receive written feedback 111 64.16

I receive verbal feedback 154 89.02

I receive feedback displayed on a graph 13 7.51

I receive feedback from my supervisor 137 79.19

I receive feedback from my co-workers 94 54.34

I receive feedback from the family of clients 79 42.20

I receive feedback daily 26 15.03

I receive feedback weekly 54 31.21

I receive feedback monthly 50 28.90

Did not specify 5 2.89

Direct relevance of training topics

Yes 146 55.73

No 9 3.44

Sometimes 102 38.93

Did not specify 5 1.91

Table 4 Incentives
n %

Availability of monetary or non-monetary
incentives or bonuses

Yes 97 26.72

No 266 73.28

Incentives or bonuses are contingent on
desired work performance

Yes 69 71.13

No 28 28.87

Frequency of incentives

Daily 1 1.03

Weekly 2 2.06

Monthly 10 10.31

Quarterly 16 16.50

Twice yearly 15 16.46

Annually 39 40.21

Other 14 14.43
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(Van Houten et al. 1988) and are inconsistent with the
BACB®’s Guidelines for Responsible Conduct for Behavior
Analysts. Although the latter issue may only be relevant for
certificants who are ethically obligated to behave in ways
consistent with the guidelines, organizations that offer be-
havior analytic services would be well-served to ensure the
services and organizational processes follow best practices at
that time. Omitting initial training or orientation upon hire
does not represent best practices. These findings may par-
tially be an artifact of the setting in which respondents work.
Unfortunately, we are unable to determine the extent to
which the setting may have contributed to this finding. For
example, behavior analysts working as independent consul-
tants or starting their own businesses are less likely to par-
ticipate in an initial training because they may be the only
employee or the behavior analyst functions as the trainer for
other employees. We suspect that at least a proportion of
respondents did not participate in an initial training because
of these reasons.

Respondents who participated in pre-service training indi-
cated they experienced a variety of training procedures. At
first glance, these findings appear as though they are consis-
tent with best practices (e.g., van Oorsouw et al. 2009).

However, training primarily consisted of verbal and written
instruction as well as interactive discussion. Respondents re-
ported important components of PCBT, or behavioral skills
training, occurred with less frequency. Although approximate-
ly 60 % of the respondents indicated a trainer modeled desired
performance, fewer than half of the respondents received per-
formance feedback during initial training. Few participated in
practice sessions with a confederate or client; when it was
available, a majority of respondents were not required to meet
a mastery criterion.

Unfortunately, research has shown verbal and written in-
structions do not produce desired changes in performance
(Fixsen et al. 2005) and is less acceptable to staff (Sexton
et al. 1996). The finding that a large majority of respondents
did not receive the full package of PCBT, or behavioral skills
training, before delivering services is concerning given the
research supporting its effectiveness and the lack of research
supporting the effectiveness of verbal and written instruction
when used alone. Perhaps the lack of evidence-based training
practices may explain the finding that over one-third of re-
spondents reported they were not prepared to successfully
complete their job responsibilities. We were pleased to learn
that when performance feedback was provided during pre-
service training, it was delivered verbally throughout the train-
ing period, which is consistent with best practices (Alvero
et al. 2001).

Nearly three quarters of the respondents reported their cur-
rent place of employment offers ongoing, in-service training
primarily in the form of monthly or quarterly face-to-face
workshops. This percentage is higher than the percentage of
respondents who indicated they received initial training,
which suggests that organizations are allocating more re-
sources toward in-service than pre-service training at least
for the current sample. Approximately half of the respondents
who received ongoing training indicated definitively that the
topics are directly relevant to their daily job responsibilities.
Employers appear to offer regularly scheduled professional
development workshops for a large majority of our respon-
dents. Ongoing staff training can be cost-prohibitive for non-
profit agencies, but providing on-site workshops on relevant
topics in a group format may be a way to facilitate professional
development in a cost-sensitive manner. It also appears em-
ployers and/or employees are devoting time and money for
conference attendance, which helps staff remain abreast of
recent research and current professional standards.

Despite these beneficial practices, the frequency with
which other performance management techniques are used is
low. For example, only 40 % of respondents indicated their
supervisor or another trainer observes them working, which
suggests that a majority of respondents are not being observed
while completing work tasks. One explanation for this finding
is that a majority of our respondents had master’s or doctoral
degrees and engage in work tasks that do not easily lend

Table 5 Supervisory
training n %

Responsible for supervising staff

Yes 273 75.62

No 88 24.38

The number of staff supervised

1–5 95 34.80

6–10 71 26.01

10–15 34 12.45

16–20 24 8.79

21–30 18 6.59

31–50 16 5.86

51–75 6 2.20

76–200 5 1.83

Other 3 1.10

Did not specify 1 0.37

Availability of training about effective
supervision practices

Yes 91 33.33

No 181 66.30

Did not specify 1 0.37

Supervisory training prepared staff for
successfully supervising others

Yes 41 45.06

Somewhat 38 41.46

Not at all 4 4.40

Other 7 7.69

Did not specify 1 1.03
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themselves to direct observation (e.g., work as a consultant or
an administrator). Respondents may not have supervisors
(e.g., self-employed, senior management) or work in settings
that make it challenging to schedule supervisory observations
(e.g., client’s home, residential setting). Because many of our
respondents also reported they supervise other staff, it might
be the case that these respondents regularly observe their sub-
ordinates who may not have received or responded to the
survey invitation. Unfortunately, our survey did not inquire
about the frequency of supervision provided by respondents.
When supervisory observations are conducted, they appear to
occur with a consistent frequency for at least half of the re-
spondents who are observed (daily, weekly, and monthly).
Fortunately, over 60 % of respondents receive ongoing per-
formance feedback primarily from their supervisor but also
from co-workers and the families of clients. Feedback is de-
livered in both verbal and written formats at regular frequen-
cies (daily, weekly, and monthly).

Approximately three quarters of our respondents supervise
staff. Our findings revealed a majority of supervisors oversee
15 or fewer staff indicating that Bsupervision loads^ are man-
ageable. Unfortunately, most of these individuals were not
trained on effective supervision practices, which suggests that
organizations are not adequately preparing their supervisors
for this important responsibility. Only a handful of respon-
dents indicated they were not at all prepared to supervise after
receiving training. A large number of respondents reported
they were somewhat prepared to function as a supervisor,
which may be a function of the type of training they received.
Unfortunately, we did not inquire about the training type or
duration. Decades of research provides evidence that the be-
havior of supervisors influences the performance of staff (e.g.,
Parsons et al. 2012). If supervisors are not trained to perform
crucial supervisory behaviors, staff performance may suffer
and service quality could deteriorate. Moreover, employees
who are not prepared to supervise others are more likely to
experience burnout and work-related stress (e.g., Blache et al.
2011) increasing the likelihood of staff and supervisor turn-
over. In a recent survey, employees reported their relationship
with their immediate supervisor was an important aspect of
job satisfaction (Ray et al. 2013). Supervisors who lack rele-
vant supervisory skills (e.g., providing corrective feedback in
a respectful manner or at all) risk contributing to staff dissat-
isfaction and higher rates of staff turnover. The collective costs
of staff turnover, recruiting and hiring new staff, and providing
training are high and greater than the costs of preparing super-
visors to function effectively. These data were collected before
the new BACB® supervision standards that require BCBAs®
who supervise BACB® aspirants to complete an 8-h training
on effective supervision practices. Perhaps, the 8-h training
will help facilitate effective supervision practices with
BACB® aspirants as well as other supervisor–subordinate
relationships.

These findings reveal some organizations are providing
opportunities for employees to earn a variety of monetary
and non-monetary incentives. Participants predominantly
reported the availability of monetary incentives. Non-
monetary incentives included time off, breakfast with select
staff, preferred shifts, food, conference attendance, or other
training. More importantly, the incentives are generally pro-
vided contingent on desired work performance. The fre-
quency with which incentives were delivered varied from
daily to annually; annual incentives occurred the most of-
ten. Although more frequent delivery of incentives is pref-
erable, we were pleased to learn that many respondents
may earn performance-based incentives within a given
year.

Implications for Applied Settings

The present findings have important implications for in-
dividuals working in applied settings. First, it appears
best practices with respect to implementing effective
pre-service training are not uniformly adopted by organi-
zations. Best practice training includes instruction,
modeling, rehearsal, and feedback until mastery is dem-
onstrated before staff work with clients. Perhaps a reli-
ance on face-to-face verbal and written instruction is a
function of the costs associated with other components of
behavioral skills training procedures, namely, rehearsal
and feedback. To address this issue, we recommend em-
ployers adopt a video-based training package containing
didactic instruction, voice-over narration, video models
of correct performance, and guided notes. Adopting
video-based training allows the trainer to allocate face-
to-face time to creating rehearsal opportunities and deliv-
ering feedback. There will be upfront costs associated
with developing the training package, but the return on
investment may be high. Organizations will need to con-
sider how best to incorporate effective instructional prac-
tices (e.g., multiple exemplar training, developing guided
notes). We also recommend organizations analyze the
barriers to developing and implementing a best-practice
training program and identifying cost-sensitive organiza-
tional systems to support doing so. One solution might
involve the adoption of pyramidal training. This peer
training approach has been used to teach a variety of
interventionist behaviors including correct implementa-
tion of functional analysis (Pence et al. 2014), teaching
procedures (Neef 1995), and preference assessments
(Pence et al. 2012). If a pyramidal approach is adopted,
we advocate direct teaching on effective training prac-
tices as well as close monitoring of peer trainer behav-
iors to ensure integrity and adherence to organizational
policies and procedures.
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Our findings also suggest performance management
procedures are lacking. Best practices include regularly
scheduled observations and feedback after working with
clients. Not surprisingly, this aspect of training is expen-
sive for non-profit or educational settings but is arguably
one of the most, if not the most, important component. If
these practices are not being regularly adopted by super-
visors, we encourage organizations to determine if (a)
expectations to complete these tasks are clearly commu-
nicated to supervisors, and (b) supervisors have been suf-
ficiently trained to perform these tasks. An evidence-
based supervisor training curriculum is available from
the American Association on Intellectual and Develop-
mental Disabilities for a low price of $195 (Green et al.
2010). The curriculum comes with PowerPoint slides, a
trainer manual, activities, and quizzes making it ready-to-
use with minimal cost and relatively few resources. This
training will require personnel time but is otherwise an
affordable solution. Another option is to purchase an
easy-to-read and affordable book by the same authors of
the curriculum (e.g., Reid et al. 2012). We also recom-
mend supervisors receive frequent feedback from their
supervisors about the extent to which they are delivering
empirically supported supervision. If these techniques are
unsuccessful, organizations may be required to conduct an
organization-level functional assessment to identify bar-
riers to the implementation of effective supervision prac-
tices. Adopting or adapting the Performance Diagnostic
Checklist (Austin 2000) or the Performance Diagnostic
Checklist-Human Services (Carr et al. 2013) could yield
useful information to guide the development of organiza-
tional systems to facilitate desired practices.

Finally, we encourage the use of incentives with sever-
al caveats. Non-profit organizations or educational set-
tings may face financial difficulties if monetary incentives
are not budgeted carefully. The use of low- or no-cost
items may help mediate budgetary restrictions. Because
supervisors often err when making predictions about em-
ployee preferences for rewards (e.g., Wilder et al. 2011),
we recommend employees provide input about the types
of incentives used. Additionally, any incentive program
should ensure the incentives are contingent on desired
work behavior and available on a more frequent basis.
We advocate that organizations apply behavior analytic
principles when positively reinforcing the behavior of em-
ployees. The use of a performance-based pay system,
such as Profit-Indexed Performance Pay (Abernathy
2011), is an alternative that allows organizations to pro-
vide incentives based on performance and current finan-
cial climate (i.e., profit). Thus, it addresses both contin-
gency and magnitude. The amount of a monetary incen-
tive is a function of four variables: performance, salary, an
incentive basis calculated as a percentage of salary, and

profit thereby transitioning from a traditional pay system
(e.g., clock in and clock out, billable hours) to a
performance-based pay system.

Limitations and Future Research

This study has a number of limitations worth noting. First, our
sample contained a relatively higher proportion of respon-
dents with graduate degrees suggesting it may not represent
the experiences of direct-care staff many of whom do not seek
board certification. We also did not inquire about respondents’
state of residence; thus, we do not know if we have a geo-
graphically representative sample. Next, this survey did not
measure workplace performance. It is possible respondents
performed at acceptable levels despite a lack of training. Re-
spondents may also demonstrate less-acceptable performance
despite receiving best-practice training. We are unable to de-
termine the extent to which the reported training practices
impacted workplace behavior. Finally, respondents may not
have reported training procedures that were used because they
were unfamiliar with the terminology or simply did not re-
member. These limitations should be addressed in future
research.

Take-Home Points

& Employers are not consistently adopting best-practice pre-
service or in-service training.

& To address this issue, employers could develop a video-
based training package containing didactic instruction,
voice-over narration, video models of correct perfor-
mance, and guided notes. This package allows the trainer
to allocate face-to-face time to creating rehearsal opportu-
nities and delivering feedback.

& Another option is to make use of pyramidal or peer train-
ing. Close monitoring of peer trainer behaviors will be
necessary to ensure integrity and adherence to organiza-
tional policies and procedures.

& Supervisors should be trained to deliver effective supervi-
sion. Two affordable options include (a) an evidence-
based supervisor training curriculum available from the
American Association on Intellectual and Developmental
Disabilities (Green et al. 2010) and (b) an easy-to-read
book by the same authors of the curriculum (e.g., Reid
et al. 2012). Moreover, supervisors would benefit from
frequent feedback from their supervisors about their ad-
herence to best-practice supervision procedures.

& Employers are encouraged to assess employee preference
for incentives, make them available contingent on desired
work behavior, and apply behavior analytic principles
when positively reinforcing the behavior of employees.
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Abstract Individuals interested in applying to sit for a
Behavior Analyst Certification Board® (BACB) examination
are required to accumulate a predetermined number of expe-
rience and supervision hours under the BACB Experience
Standards (BACB, 2015c). Currently, the BACB allows stu-
dents to accumulate these hours while enrolled in a higher
education training program that contains a BACB-Approved
Course Sequence (ACS). There are numerous professional
and financial benefits for programs offering practical training
opportunities to students. However, creating a viable practical
training system requires careful planning and organization.
The purpose of this paper is to provide some guidelines and
recommendations for establishing one type of university-
based practical training system using community-based sites.

Keywords Practicum . Supervision . Certification .

Experience

Over the last 15 years, the number of Behavior Analyst
Certification Board® (BACB) certificants has increased sig-
nificantly and continues to rise (Deochand & Fuqua, 2016).

There are currently over 23,000 certificants holding the
BCBA®-D, BCBA®, or BCaBA® credential and over
18,000 individuals holding the Registered Behavior
Technician credential (BACB, 2016b). As the number of in-
dividuals pursuing this credential increases, it is important that
the field take stock of how it is preparing these practitioners.

Supervision of professional practice is one area, in partic-
ular, that has recently received some attention in the literature.
Several authors have provided recommendations for
conducting supervision using unique approaches in an
ethical and effective manner. For example, Hartley,
Courtney, Rosswurm, and LaMarca (2016) described the ben-
efits of developing and adopting an apprenticeship model of
supervision, whereas Brodhead and Higbee (2012) described
the importance of incorporating ethical training and evaluating
its effects within an organization’s management and supervi-
sion systems. Sellers, Alai-Rosales, and MacDonald (2016)
also provided recommendations for ethical supervision but,
this time, in the context of the BACB’s new Professional
and Ethical Compliance Code for Behavior Analysts
(BACB, 2014). Likewise, Turner, Fischer, and Luiselli
(2016) advocated for an ethical, competency-based supervi-
sion model by providing the field with a new assessment tool
known as the Supervision, Monitoring, and Evaluation Form.
Additionally, Sellers, LeBlanc and Valentino (2016) offered
guidance to supervisors in addressing common issues that
may occur during supervision, such as disorganization and
poor time management, poor interpersonal skills, and difficul-
ty accepting and applying feedback, whereas Sellers,
Valentino, and LeBlanc (2016) provided five practice guide-
lines for supervisors seeking to develop and maintain quality
supervisory relationships with supervisees.

One area, in particular, that has not received as much atten-
tion is the development of supervision systems within behav-
ior analytic training programs. Practica is a vital component in
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many higher education professional training programs. These
courses provide students with an opportunity to develop a
professional repertoire that they will come to rely on after they
graduate. In behavior analytic training programs, practica also
allows students to accumulate the experience and supervision
hours required to sit for a Behavior Analyst Certification
Board (BACB) examination (BACB, 2015c). However, cer-
tain conditions must be met before a program can offer stu-
dents the opportunity to accumulate hours toward certification
under the BACB’s practicum and intensive practicum experi-
ence categories. Specifically, the program’s curriculum must
contain a BACB-Approved Course Sequence (ACS), offer
practical training courses that align with the BACB’s pub-
lished experience standards (BACB, 2015c), and submit an
application for approval to offer training opportunities under
the BACB’s practicum and/or intensive practicum experience
categories.

There are several benefits to programs offering students the
opportunity to accumulate hours under the BACB’s two prac-
tical training experience categories. First, providing students
with the opportunity to accumulate hours in practica allows
them to immediately apply what they are learning in their
didactic courses (Parsons, Rollyson, Iverson, & Reid, 2012).
This provides instructors with valuable information about the
students’ abilities in a professional setting and creates oppor-
tunities to shape ethical behavior (Brodhead & Higbee, 2012).
Moreover, the training being conducted within practica can
help inform the content being taught within the students’ di-
dactic courses. Second, under the BACB’s practicum and in-
tensive practicum experience standards, students are required
to accumulate fewer experience hours while still receiving
more hours of supervision each week. This allows supervisors
more opportunities to shape professional repertoires, which
may benefit not only the student but also the clients that they
serve (Dixon et al., 2016; Eikeseth, Hayward, Gale, Gitlesen,
& Eldevik, 2009). Third, when community sites and supervi-
sors are available, practica provides students with an opportu-
nity to foster relationships early in their career with commu-
nity partners who may serve as future employers. Fourth,
when available, establishing partnerships with community
sites can help establish a feeder system for future applicants
to the program. Fifth, from a marketing perspective, programs
offering students the opportunity to complete their degree,
coursework, and experience hours can advertise these benefits
to students and differentiate their programs from their compet-
itors. Finally, students who need to accumulate experience
hours after completing a BACB ACS are delayed months or
even years from taking their BACB certification examination:
a multiple-choice test largely based on the content reviewed
during their training program. Although an empirical ques-
tion, this delay may negatively impact the number of gradu-
ates who finish their experience requirements and pass their
examinations on their first attempt (BACB, 2015a, b). Low

first-time pass rates on the BACB certification exams may
negatively impact a program’s marketability to potential ap-
plicants interested in becoming BACB certified.

As of March 2016, the Behavior Analysis Certification
Board (BACB) listed 295 institutions with ACS on their
website (www.bacb.com). Of these programs, only 125
institutions are listed as offering practical training
opportunities under the practicum and/or intensive practicum
experience categories. Accumulating hours under these expe-
rience categories requires careful planning and organization
on the part of the training program, students, and supervisors
(Sellers et al., 2016; Turner et al., 2016).

Each training program has its own mission, goals, and con-
siderations that will dictate how practical training should be
implemented. For example, the recommendations contained
herein may not be applicable to a training program that has a
primary emphasis on research as opposed to practice.
Additionally, some of the recommendations for developing
community-based sites may not be applicable to programs that
rely primarily or solely on internally developed practical train-
ing sites. The purpose of this paper is not to provide a one-
size-fits all set of recommendations for implementing a prac-
tical training system. Instead, the purpose is to offer some
guidelines and recommendations for developing one type of
community-based practical training system that meets the
BACB experience standards within a university-based behav-
ior analytic training program. These guidelines and recom-
mendations should be evaluated and modified within the con-
text of each individual training program (see Appendix).

Practical Training Participants

At least five parties are involved when students accumulate
supervision and experience hours toward BACB certification
through a training program. These parties include the program
administrators, the instructor, the students (or supervisees), the
supervisors, and the partnering practicum agencies or sites. It
is recommended that each of these parties has a clearly artic-
ulated role in the practical training process to ensure that a
predetermined number of hours are accumulated ethically
across diverse settings, populations, and supervisors in the
context of the BACB experience standards.

Training Program Responsibilities

The program offering practical training experiences to stu-
dents pursuing BACB certification has four primary responsi-
bilities: (1) requesting and maintaining approval from the
BACB to offer practical training experiences under the
BACB’s practicum and/or intensive practicum experience cat-
egories; (2) the language used when advertising and
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describing the practical training experiences being offered; (3)
developing the processes, policies, and procedures embodied
in a practical training handbook; and (4) for assigning a prac-
ticum instructor to oversee practical training.

Seeking and Maintaining Approval for Practical Training
A program must be designated as a BACB ACS to receive
approval to offer practical training under the practicum and/or
intensive practicum experience categories. However, holding
the ACS designation does not guarantee that a program will
receive approval from the BACB. For example, practicum
syllabi submitted with the application must demonstrate com-
pliance with the BACB’s experience standards (BACB,
2015c) and practicum supervisors must meet the BACB’s su-
pervisor requirements (BACB, 2012). Program administrators
interested in offering training under the BACB’s practicum
and intensive practicum experience categories will need to
contact the BACB to request an application and information
about their approval process before offering students the op-
portunity to accumulate hours under these experience catego-
ries. Likewise, the program is responsible for ensuring that
they maintain their eligibility by monitoring changes to the
standards and updating their records in a timely fashion.

Describing Practical Training Opportunities Programs
must carefully vet the language that they use to describe the
practical training experiences that they offer. Regardless of
how practical training is conducted, it is recommended that
programs avoid promising applicants and students that they
will accumulate the hours necessary to apply for their certifi-
cation examinations while enrolled in the program. Instead, it
is recommended that programs only promise that they will
offer applicants and students the opportunity to accumulate
the hours necessary to apply for their certification examina-
tions. The difference in wording is minor, but important, and
helps to stipulate the responsibilities of all parties involved.
Certification is a credential earned by an individual, not a
program. A program can create contingencies designed to
compel students to follow the BACB’s experience standards,
but ultimately, it is the student’s responsibility to ensure that
they are operating in compliance with the standards. Avoiding
these types of promises may also prevent future litigation from
students who fail to accumulate their hours, despite the pro-
gram offering plenty of practical training opportunities.

Training programs should acknowledge the distinction be-
tween meeting practicum requirements and meeting BACB
experience standards. While contingencies can be developed
to ensure that BACB experience standards are being met by
students, training programs operate differently than the certi-
fication board and it is not possible to create the same conse-
quences for the same behaviors. For example, a student who
misses a group supervision meeting may see a slight drop in
their practicum grade. However, this same student may also

find themselves in a position where they are unable to count
all of the experience hours accumulated during that supervi-
sion period because the percentage of supervision does not
cover all of their hours. Additionally, a student who receives
poor professionalism scores on a BACB supervision form
may see their practicum grade impacted as a result.
However, they may not see any repercussions when using
those same supervised hours to apply for their BACB certifi-
cation examination. Finally, program administrators may want
to consider stipulating at the outset that a student who meets
the experience hour requirement for the BACB certification
examination has not necessarily met the hour requirement
assigned in their practicum course. Clarifying this distinction
in the practicum syllabi and practical training handbook may
help prevent any misunderstandings between the student and
the instructor.

Developing a Practical Training Handbook It is recom-
mended that programs document their policies and procedures
in a practical training handbook. To document that students
have received the handbook, administrators could require that
students sign a verification statement attesting that they have
read and agree to comply with the content included in the
handbook prior to starting the practical training. At minimum,
the handbook can be used to provide students with a descrip-
tion of the program’s mission and objectives, contact informa-
tion, expectations and responsibilities, practicum training
schedule, course descriptions, and practica policies and pro-
cedures. Relevant content under the missions and objectives
section may include the program’s mission, values statement,
program objectives, program goals, and professional and eth-
ical standards. Likewise, relevant content in the section cov-
ering expectations and responsibilities may include a descrip-
tion of student, supervisor, instructor, and program responsi-
bilities in the context of practical training so students under-
stand the role of all parties involved. Moreover, the content
included in the practicum training schedule section could
specify the orientation training agenda, the anticipated number
of direct and indirect hours that students are expected to accu-
mulate for each course, the schedule for auditing student su-
pervision records, and the contingency plan that the program
uses to ensure that minimal experience hour requirements are
met during weeks with unanticipated events (e.g., snow days,
sick supervisor). Additionally, the course description section
of the handbook could provide students with syllabi informa-
tion related to their practicum coursework (e.g., course de-
scriptions, objectives, required readings, meeting schedule).
Finally, the handbook’s policies and procedures section could
describe various program rules and processes relevant to prac-
tical training, including, but not limited to, policies around
background checks, professionalism (e.g., attendance, dress
code, paid practicum placements), communication, practicum
site assignments, employment, health and safety (e.g.,
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emergency contacts, CPR/BLS certification, health insurance,
immunizations, incident reporting, physical requirements), re-
cord keeping (e.g., BACB supervisee training, supervision
contracts, supervision forms, experience verification forms,
hour tracker), remediation policies (e.g., warning, probation,
dismissal), and grievances (e.g., due process guidelines, prac-
ticum complaints, site complaints).

Assigning a Practicum Instructor It is recommended that
the program administrator take into consideration the qualifi-
cations, experience, time allocation, and interpersonal skills
required before assigning a practicum instructor. While some
skills may overlap, overseeing practical training requires a
different repertoire than teaching didactic coursework.
Programs serious about developing robust practical training
experiences for their students may want to consider hiring a
full-time practicum director to manage the system, students,
supervisors, and sites. A full-time practicum director is well
placed to develop rapport with both supervisees and supervi-
sors to ensure that placements are made with consideration of
the supervisee’s existing repertoires and supervisor’s strengths
and needs. For example, if a supervisee needs more experi-
ence with parent training, they can be assigned to a site and a
supervisor who conduct parent trainings frequently. Finally, it
is recommended that placements are made with respect to the
learning objectives outlined in the practica course each semes-
ter. The practicum director can assess the learning opportuni-
ties available at each site and determine the semester in which
the site would be most relevant. If a student does not master
the learning objectives within the designated time, they could
potentially continue their placement with additional supervi-
sion. Practical training should be treated as a major component
within training programs trying to produce behavior analytic
scientist practitioners.What students do at their practical train-
ing sites will likely closely emulate the professional work that
they will be performing after graduating.

Programs have an opportunity to attract future students and
tuition dollars by sending well-qualified and professional stu-
dents into the community. For better or worse, students
assigned to practicum sites in the community function as am-
bassadors for their training programs. With proper oversight,
programs will be aware when a practicum site is experiencing
issues with a student or vice versa and can remediate the
situation before it becomes a problem. As a result, behavior
analysts working at these sites may bemore likely to supervise
students in the future and recommend the program to co-
workers and colleagues.

If practica is treated as a major component within a training
program, it is recommended that it be offered consistently
throughout a student’s tenure. The increased tuition collected
from offering practica on a regular schedule could be used to
offset the salary and fringe benefits involved in hiring a full-
time practicum director. As another cost-saving measure,

programs may consider hiring an experienced qualified
masters-level clinician, as opposed to a doctoral-level faculty
member. In some cases, it may even be more beneficial to hire
a masters-level clinician with experience applying behavior
analysis as opposed to a doctoral-level faculty member who
may have limited experience outside the classroom and the
research laboratory.

Instructor Responsibilities

The instructor chargedwith overseeing practical training should
be a BCBA or a BCBA-D in good standing capable of meeting
and maintaining the BACB’s supervisor qualifications before
teaching their first class. Ideally, it is recommended that they
have varied experiences applying behavior analysis across set-
tings and populations so they are in a good position to promote
and serve as a resource in diverse contexts for their students and
supervisors. In this role, it is recommended that practica instruc-
tors divide their time carefully across teaching, supervision, and
administrative responsibilities.

Teaching Teaching responsibilities may include activities
such as creating assignments, overseeing goal setting, manag-
ing practicum course projects, providing on-site training at
practicum sites, and/or overseeing peer mentorship opportuni-
ties between senior and junior students.

In order to ensure that supervisees acquire the behaviors
necessary to become scientist practitioners, the use of se-
quenced curricula is recommended. Instructors may assign a
practicum textbook and create assignments that help guide
supervisees practical training (see Relias Learning, 2016;
Sulzer-Azaroff, Dyer, Dupont, & Soucy, 2012). When work-
ing with community partners, it may be helpful to create a
syllabus with structured weekly activities to ensure that all
students are getting a similarly robust training experience.
The structure can be faded across semesters to ensure that
supervisees can manage their own behavior with respect to
their client and site’s needs by graduation. For example, the
practicum instructor could assign work for 100 % of the indi-
rect hours accumulated during the first semester of practicum,
assign work for 75% of the indirect hours accumulated during
the second semester, assign work for 50 % of indirect hours in
the third semester, and so on, until the supervisee is eventually
setting their goals and creating their own tasks to account for
all of their indirect experience hours. Under this arrangement,
goal setting can be used to allow site supervisors to apply a
grade for a supervisee’s work while still ensuring that the
practicum director has oversite on clinical training.

It can be difficult to identify a clear and consistent way to
grade practicum coursework when site assignments and su-
pervisors are varied. This may lead practicum instructors to
base their grades on products only indirectly related to
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performance (e.g., number of hours worked, supervision
sheets on file). One way to link performance to grades within
a practical training system is to incorporate goal setting and
self-monitoring. This is accomplished by requiring students to
set their own weekly weighted goals that produce verifiable
products. Goals can be set so that the activities chosen, hours
permitted, and the weights assigned are agreeable to the stu-
dent, instructor, and on-site supervisor. For example, a student
may set the following goals during a given week: show up to
all sessions on-time and prepared (weight 15 points, 10 h,
direct); collect interobserver agreement data on tying shoes
(weight 15 points, 15 min, indirect); provide procedural fidel-
ity feedback to parents implementing a feeding protocol
(weight 30 points, time 1 h, indirect); and find, read, and write
a summary for two articles about toilet training (weight 40
points, time 2.5 h/article, indirect). These goals could be ver-
ified and scored during weekly supervision meetings by
reviewing the time log, asking the student to bring their com-
pleted IOA data sheet, procedural fidelity data sheet and notes
to parents, and two one-page article summaries. Supervisors
could systematically reduce the time allowed to write proto-
cols or graph data to create efficient on-task behavior.
Allowing students to set their own goals and monitor their
own performance teaches them to manage their time effective-
ly. Additionally, it teaches supervisees to identify what is
needed for a particular client, take initiative with respect to
case conceptualization, and execute on stated goals. These
behaviors will likely benefit supervisees after graduation.
This arrangement also helps to organize supervision meetings
by setting the occasion for students to seek feedback on pre-
vious goals and initiate professional self-improvement by set-
ting new goals for the upcoming supervisory period. Finally,
this arrangement helps supervisors meet the BACB’s require-
ment of reviewing written products during each supervisory
period. To save time and ensure that work is being completed
as stated by the students and the supervisors, the practicum
director could create an indiscriminable contingency by
conducting random audits on student work. During a random
audit, the instructor could review the products tied to the
goal(s) that the student reported meeting. Students failing to
produce the products tied to their goals could lose points to-
ward their grade as specified in the course syllabus. Students
falsely reporting goals met could meet disciplinary action for
violating professionalism standards as specified in the pro-
gram’s practicum training handbook.

In addition to guiding clinical practice, assignments com-
pleted during practicum may be used by students to build a
portfolio to differentiate their applications when applying for
jobs after graduating. These portfolios may also function as a
marketing tool for the program by serving as a sample of the
practical training experiences offered within the program.
Finally, portfolios could be used by the practicum director to
ensure that depth of training is not being sacrificed when

fulfilling the BACB’s recommendation that supervisees have
multiple experiences with multiple supervisors (BACB,
2015c).

Supervision Practicum instructors may need to offer both
individual and group supervisions to their students.
However, by relying on qualified BCBAs and BCBA-Ds in
the community to provide the bulk of the individual supervi-
sion to students, the practicum instructor can allocate their
time to providing feedback on indirect work, giving additional
assistance where needed (e.g., supervisees, supervisors, or
sites), and structuring group supervision meetings. Under this
model, the practicum instructor would have constant access to
students and would only provide individual supervision under
certain circumstances. Although it may not be practical for all
training programs, assigning students to community-based
sites is an excellent way to meet the BACB’s recommendation
that supervisees have multiple experiences with multiple su-
pervisors (BACB, 2015c) while still maintaining consistent
oversite of clinical training by a full-time faculty member.

A few of the circumstances that may warrant the practicum
instructor providing individual supervision include, but may
not be limited to, site development, remediation of student
performance, coverage for an absent supervisor, and periodic
site/student checks. For example, to assist in the development
of a new practicum site, the instructor may initially offer to
assist the on-site supervisor with weekly individual supervi-
sion. They would then fade their assistance as the on-site
supervisor became more independent with the supervisory
requirements. Practicum instructors could also use individual
supervision as a remediation tool for at-risk students. Students
who are struggling at their practicum sites or having profes-
sional issues may require more oversight in the form of indi-
vidual supervision from the practicum instructor. These meet-
ings could replace or be done in conjunction with the student’s
assigned community supervisor until the conditions of a re-
mediation plan are met. Inevitably, there will be times when
community supervisors assigned to students will miss or can-
cel supervision appointments (e.g., illness, client emergen-
cies).When this occurs, the practicum instructor could attempt
to cover for the supervisor by offering individual supervision
in their place. Using the practicum instructor as a contingency
plan for individual supervision will help students avoid the
potential loss of their accumulated experience hours during a
supervisory period. Additionally, developing supportive rela-
tionships by occasionally covering supervision sessions for
colleagues places the practicum instructor in a better position
to request similar favors if they ever need coverage in the
future due to illness, family emergency, or other unanticipated
events. Finally, under this model, the practicum instructor
could use individual supervision sessions to conduct periodic
site visits with students. Periodic visits could be scheduled
throughout the semester so the supervisor has regular contact
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with all of the students at their sites. These visits could be
prompted by the student or supervisor requesting additional
assistance at their site.

Group supervision offers practicum instructors the oppor-
tunity to stay informed about student progress at their sites.
For example, a program offering students the opportunity to
accumulate hours within the BACB’s intensive practicum ex-
perience category could require each student to attend an in-
dividual supervision meeting with their on-site community
supervisor and attend a separate group supervision meeting
overseen by the practicum instructor. Group supervision meet-
ings are an excellent opportunity for students to practice their
presentation and case conceptualization skills. It also offers
students an opportunity to learn more about the work that their
colleagues are conducting at sites that they may never have an
opportunity to visit. Additionally, arranging for case presenta-
tions during group supervision creates opportunities for stu-
dents to learn how to function as professionals by accepting
and providing feedback from their peers and the instructor.
Finally, from a logistical perspective, these meetings are also
a good opportunity for the practicum instructor to make copies
of practicum training records, assess student progress on their
goals, and identify any potential professional issues.

When scheduling group supervision meetings, programs
must be careful to operate within the confines of the BACB
Experience Standards. For example, at the time of this writing,
no more than ten supervisees were allowed to attend a single
group supervision meeting and group supervision could not
count for more than 50 % of the total supervision during a
supervisory period (BACB, 2015c). One way to convert stan-
dard course meetings into multiple group supervision meet-
ings under a traditional semester schedule is to split the week-
ly course meeting in two and assign half the class to each
section. For example, a three-credit practicum course sched-
uled during a 15-week semester with 20 students enrolled
could be converted into two weekly 1.5-h group supervision
meetings with ten students each.

One additional area related to supervision involves incor-
porating a peer mentorship model within the practical training
system. This model would involve having more senior and
experienced students train and oversee the work of junior
students. Peer mentorship allows senior students to hone their
supervisory skills and junior students to receive feedback from
multiple sources and potentially reduces the workload for the
practicum instructor. However, peer mentorship should not be
confused as supervision since senior students may not meet
the qualifications to supervise as indicated by the BACB.

Administration Practicum instructors have a significant
amount of administrative responsibilities that form a large
portion of their workload. These responsibilities include, but
are not necessarily limited to, staying current with all relevant
experience and ethical standards (BACB, 2014, 2015b),

developing and maintaining diverse practical training sites
and supervisors (BACB, 2015c), assigning students to appro-
priate placements, reviewing and keeping program and stu-
dent records, and handling student and site grievances.

The Behavior Analyst Certification Board (BACB) has on-
ly been in existence since 1998 (Shook, 2005). However, dur-
ing that time, the experience requirements for eligibility to sit
for a certification examination have undergone significant
changes (BACB, 2005, 2015c). The practicum instructor must
remain vigilant in tracking these changes as their misinterpre-
tation or misapplication of the standards could result in stu-
dents being unable to count experience hours accumulated
during practica toward the BACB’s exam eligibility require-
ments. Similarly, practicum instructors have a responsibility to
remain fluent and teach the field’s ethical standards (Brodhead
& Higbee, 2012). They are expected to model their own be-
havior in accordance with these standards and hold students
and supervisors accountable when necessary.

It is recommended that a large portion of the practicum
instructor’s administrative time be dedicated to developing
and maintaining practical training sites that span a diverse
set of populations, settings, and service types (BACB,
2015c). Having a large pool of diverse sites allows the pro-
gram to tailor their practical training to each students’ individ-
ual needs and interests and allows for flexibility should unan-
ticipated events occur (e.g., supervisor leaves site, site not
adhering to agreement). It is also recommended that practicum
instructors avoid promising students assignments at specific
community training sites. In most cases, programs have little
or no control over the administrative decisions made by com-
munity sites and contingencies outside the control of the prac-
ticum instructor may prevent them from following through
with these promises.

It is recommended that practicum instructors become fluent
in articulating the benefits of establishing and maintaining a
relationship with a training program to attract and keep com-
munity sites and supervisors involved. Fortunately, there are
several very good reasons for community sites and supervi-
sors to value their relationship with a training program. First,
by offering practical training opportunities to students, com-
munity sites are able to identify potential future employees
and vet their skill sets before offering a position with the
company. Second, a community site can advertise their in-
volvement with the training program within their marketing
materials. This may help the community site attract more busi-
ness and publicly demonstrates the site’s participation in the
training of the next generation of professionals. Additionally,
practicum instructors can request that their institution’s web
team add the site name and link to the program’s website as a
Bcommunity partner.^ This form of free advertising shows the
community site that the training program takes the relation-
ship with the site seriously. Third, community sites are given
access to students who are able to offset some of the workload
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from employees. Practicum instructors can supplement this
assistance further by assigning students to work on specific
projects that the community site is interested in addressing.
Fourth, partnering with training programs helps hold supervi-
sors working in community sites accountable. Specifically,
supervisors may be more likely to deliver higher-quality ser-
vices when they are aware that their supervisee, their
supervisee’s peers, and the practicum instructor will have ac-
cess to their work. Additionally, when supervisees are
assigned across sites and supervisors, it may help set the oc-
casion for better service delivery from supervisors interested
in preserving their professional reputations in the community.
Fifth, community sites and supervisors may be given access to
various resources from the training program in the form of
additional supervision, training, and oversight. For example,
a supervisor may receive valuable feedback when their
supervisee practices presenting their client’s case during group
supervision, or a supervisee may be able to help identify arti-
cles of interest to supervisors related to client programming.
Additionally, practicum instructors can also offer sites free
training to help their BCBAs meet the BACB supervisor re-
quirements (BACB, 2012).

For programs interested in offering diverse practical train-
ing opportunities in the community, practicum instructors
should actively maintain the relationships that they have with
community sites and supervisors. To keep this relationship
mutually beneficial, students should be prepared when they
arrive on site and meet with their supervisor(s). One way to
meet this objective is to align sites with semesters based on
what the students should know and what the sites need. While
it is impossible to avoid all student issues, program policies
can be written, adopted, and consistently enforced to help
minimize the issues (e.g., attendance policy, professionalism
policy). Furthermore, the environment can be arranged so
practicum instructors are able to catch any professional issues
early and address them quickly (e.g., weekly check-ins during
group supervision). To encourage open communication, the
practicum instructor can provide supervisors with an honest
assessment of students’ strengths and weaknesses prior to
making assignments. As the students progress through the
program, this responsibility could be turned over to them to
in order to ensure that they are able to self-detect personal and
professional limitations. If multiple supervisees are to be
assigned to a single supervisor, it is recommended that prac-
ticum instructors counterbalance weaker students with stron-
ger students to avoid supervisor burnout. It is recommended
that practicum instructors arrange for sites and supervisors to
be acknowledged for their contributions. This may involve
prompting students to write personalized thank-you notes to
supervisors at the end of each semester, sending positive feed-
back to supervisor’s superiors, hosting an end-of-the semester
luncheon, or publicly acknowledging the site and supervisor
involvement during a commencement or hooding ceremony.

Developing new practical training sites may initially re-
quire contacting human service agencies that employ behavior
analysts that could potentially serve as supervisors for the
program. Another potential resource for finding these super-
visors is the BACB Certificant Registry (BACB, 2016a). The
registry can be used to identify BCBA supervisors living in a
designated area. An email or internet search for these names
can be conducted to provide practicum instructors with a list
of organizations employing these BCBAs. Before establishing
an official relationship, practicum instructors may want to
consider meeting with their institution’s legal representatives
and request guidance developing the language to be included
in a memorandum of understanding (MoU) or contracts re-
quired between the program and a practical training site.
Additionally, it is recommended that practicum instructors
visit the organization and meet with all potential supervisors
to verify its appropriateness and viability as a practical training
site before establishing any official relationship. These visits
can be used by the practicum instructor to evaluate where the
site would fit within the training curriculum and to discuss the
expectations and value of establishing a relationship with the
program. Generally, it is recommended that new practical
training sites are approached cautiously and not overloaded
with students until a trusting relationship between site admin-
istrators and supervisors is established. One strategy to help
establish value and trust between the site and the program is to
assign only one or two top performing students to the site
initially. Top performing students will likely function as good
program representatives and will be in a better position to help
the practicum instructor evaluate the quality of the site.

Maintaining an established practical training site requires a
significant amount of administrative time. Practicum instruc-
tors must ensure that any contracts or MoUs between the
program and site are current, that updated curriculum vitas
for every supervisor are on file, and that supervisors oversee-
ing the work of students continue to meet all BACB supervi-
sion requirements (BACB, 2012). Additionally, the program
is responsible for notifying the BACB of any significant
changes to their practical training system. This includes, but
is not necessarily limited to, updates to practicum syllabi,
attestation forms and curriculum vitas for all practicum site
supervisors, and an updated list of practicum sites and super-
visors. As part of their administrative responsibilities, it is
recommended that the practicum instructor be charged with
keeping these records organized and sharing updates with the
program’s designated ACS coordinator. To ensure that these
activities take place, practicum instructors could schedule reg-
ular review of their files at the start of every semester prior to
making student assignments.

Practicum instructors or another program designee should
keep copies of all supervision documentation for a minimum
of 7 years. These records should include all copies of every
site MOU, every supervisors CV and attestation form,
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supervisee/supervisor contracts, student supervision forms,
and experience verification forms. These records may be nec-
essary if a student or the program is ever audited by the
BACB. It is recommended that practicum instructors create
a set schedule for collecting documentation from students.
These files can be organized and kept in a locked file cabinet
for safekeeping and for auditing purposes. Original docu-
ments should be turned back over to the student for their
own records. An ideal time to perform this function is the start
of weekly group supervision sessions. Additionally, it is rec-
ommended that practicum instructors consider creating a
spreadsheet that allows students to track their experience and
supervision hours against the program’s weekly expectations.
Doing so will help provide the student and practicum instruc-
tor with a clearer picture of the student’s progress and their
overall compliance with the BACB’s experience standards.

Another important administrative function of a practi-
cum instructor is handling student and site grievances.
Practicum instructors should be prepared to address stu-
dent grievances about practicum sites or supervisors as
well as practicum site and supervisor grievances about
students. Practicum instructors may need to quickly reas-
sign students if a site violates any terms of the MoU or
supervision contract, such as a supervisor repeatedly can-
celing scheduled supervision meetings, neglecting to ob-
serve students working with clients, or requiring students
to work in an unsafe work environment. Practicum in-
structors may also need to create remediation or disciplin-
ary plans to address student issues, for example, if a stu-
dent continually shows up late to sessions, is caught fal-
sifying data, or is rude to their supervisors, clients, or
staff. It is recommended that the practicum instructor is
given the administrative time to develop close relation-
ships with the students, supervisors, and site administra-
tors so these issues are brought to their attention and

addressed immediately. Policies for addressing grievances
can be outlined within the program’s practical training
handbook and reviewed periodically with all parties.

Finally, serving as a practicum instructor requires a
strong interpersonal repertoire in addition to being an ef-
fective teacher, supervisor, and administrator. Practicum
instructors must be able to form new relationships with
identified sites, maintain multiple relationships with po-
tentially competing sites offering similar services, and ad-
dress grievances immediately and satisfactorily and be
able to cosupervise without overshadowing or contradic-
ting feedback from colleagues supervising in the field. It
is recommended that evidence of these interpersonal skills
is present before a program hires a practicum instructor.
Moreover, programs interested in developing an effective
practical training system must be prepared to provide the
time and resources necessary for their practicum instructor
to effectively carry out these responsibilities.

Case Study

The aforementioned guidelines informed the creation of an
updated practical training system at a small private US uni-
versity located in theMidwest fromAugust 2013 to December
2015. The practical training system was housed within the
university’s 43-credit, four-semester, non-thesis M.S. in
Applied Behavior Analysis Program. The program contained
a BACB ACS and had received approval from the BACB to
offer its students the opportunity to accumulate their experi-
ence hours toward certification under the BACB’s practicum
and intensive practicum experience categories.

The program utilized a cohort model and admitted no more
than 20 students each fall. Students were exposed to a pre-
scribed schedule of courses that contained two didactic and
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one practicum courses each semester. In their final semester,
students were required to enroll in an additional comprehen-
sive examination course. Didactic coursework in the program
was taught by one full-time doctoral-level faculty member and
one part-time doctoral-level faculty member with a dual ap-
pointment in the university’s psychology department. Practica
was taught and overseen by a full-time masters-level practi-
cum director. Two cohorts of students (n = 17, n = 14) were
exposed to the practical training system across four consecu-
tive semesters.

The practical training system utilized within the program
included all of the recommendations given with the exception
of the portfolio assignment. For example, the university hired
a full-time practicum director to teach, supervise, and admin-
ister all aspects of the practical training system and worked
closely with community sites to provide students with the
opportunity to accumulate hours across a variety of settings
and supervisors.Within this system, students were expected to
accumulate 13–15 experience hours eachweek during the four

consecutive 15-week semesters. Additionally, students were
expected to receive a minimum of 45 min of individual super-
vision from their community supervisor, tasked with observ-
ing them with a client each week, and an additional 45 min of
group supervision from the practicum director. This arrange-
ment allowed students to meet twice a week and receive su-
pervision for no less than 10 % of the total experience hours
accumulated during the supervisory period as required under
the BACB’s intensive experience category (BACB, 2015c). It
should be noted that during group supervision, the practicum
director met with groups of ten students or less for 1.5 h each
week. However, only 45 min of the group supervision time
was allocated toward each student’s BACB supervision hours
to remain in compliance with the BACB’s experience standard
requiring group supervision to remain under 50 % of the total
supervision time during a supervisory period (i.e., 45 min of
individual supervision and 45 min of group supervision).
Under this schedule, students were given the opportunity to
accumulate between 780 and 900 experience hours and 90
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supervision hours under the BACB’s intensive practicum ex-
perience category before they graduated from the program.
Modifications to the schedule were made on an as-needed
basis, and students were expected to track, self-monitor, and
report on their overall performance to the practicum director at
least once a semester.

Figures 1 and 2 depict the total number of experience and
supervision hours accumulated by both cohorts of students
across their respective four consecutive semesters enrolled in
the program. The data show that every student was able to
meet the BACB’s experience requirements prior to graduating
from the program. Variability in the total number of experi-
ence hours across students can be accounted for by examining
factors outside the program’s control (e.g., sick days, bad
weather days, supervisee/supervisor choice of increasing ex-
perience and supervision hours, and changes of placement
mid-semester across four semesters). Variability in supervised
hours occurred due to the unique supervision arrangements at
each practicum site (i.e., some supervisors were able to pro-
vide more than the minimum supervision) and due to the extra
supervision provided when students failed to show progress.
Additionally, the practicum director would often provide extra
supervision to students to ensure that he or she was able to
provide appropriate feedback on indirect work and during
group supervision.

Figures 3 and 4 depict the total number of practical training
sites that students in both cohorts were exposed to across four
consecutive semesters. These data indicate that every student
accumulated experience at four or five separate practical train-
ing sites and had at least five different supervisors across sites.
On rare occasions, students were reassigned to the same site
when the practicum director had reason to believe that their
training at that site was not complete or there were enough
new activities and supervisors for them to contact in another
semester. Each semester student was assigned one primary
individual supervisor from the community. However, sites

with several qualified supervisors would occasionally assign
the supervisee to work under the advisement of a supervisor
with expertise on a project and then switch to another special-
ized supervisor when another assignment was made.

In February 2015, 16 of 17 students (94 %) from the first
cohort sat for their certification examinations 2 months after
graduating from the program. One student chose not to sit for
their exam for reported financial reasons. This cohort had a
first-time pass rate of 81% (13 of 16). In February 2016, 12 of
14 students (86 %) from the second cohort sat for their certi-
fication examinations 2 months after graduating from the pro-
gram. One student chose not to sit for their exam for financial
reasons and the other student just had a baby. This cohort had
a first-time pass rate of 92 % (11 of 12). While these data are
not experimental, they do demonstrate the viability and results
of a practical training system informed by the recommenda-
tions described earlier.

Conclusion

Higher education training programs interested in producing
behavior analytic scientist practitioners should consider in-
cluding practica as an integral part of their curriculum. Both
professional and financial opportunities may be missed by
programs that do not offer practical training to their students.
The considerations and recommendations described earlier are
meant to be used by program administrators to assist in the
careful planning and organization of a practical training sys-
tem designed to meet the BACB experience standards
(BACB, 2015c). These recommendations are not universal
and should be adapted to each program’s unique context.
Additionally, program administrators should review the
BACB’s experience standards prior to implementation to en-
sure that the recommendations included are not obsolete.
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Appendix A 
 
Checklist for the Establishment of a University-Based Practical Training System 
The following checklist is designed for behavior analysis program administrators interested in evaluating 
their current practicum system or developing a new practical training system. This checklist is not 
universal. Items listed should be evaluated in the context of the program’s resources, goals and mission.  
 

1. Training Program Responsibilities 
a. Apply for permission 

Programs must be an Approved Course Sequence before they can offer students the 
opportunity to accumulate experience and supervision hours under the BACB’s 
practicum and intensive practicum experience categories. 

  Apply for BACB Approved Course Sequence status 
Visit the Behavior Analyst Certification Board® (BACB) website 
(www.bacb.com) for a list of requirements and information about applying.  

  Apply for BACB practicum / intensive practicum status 
Visit the BACB website (www.bacb.com) for a list of requirements and 
information about applying. Pay special attention to the BACB Experience 
Standards document and Supervisor requirements. 

b. Decide on language used to advertise and describe 
Programs should carefully describe what they offer to students and differentiate between 
program requirements and BACB experience requirements. 

  Distinguish between practical training requirements and certification 
requirements 
Do your students know the distinction between your program’s practicum 
requirements and the BACB requirements? When you advertise the program’s 
practical training are you accurately describing the opportunities offered? 

c. Assign a practicum instructor 
Overseeing practica requires a significantly different repertoire than teaching didactic 
courses. Programs may want to consider employing a full-time practicum director. 

  Assess qualifications 
Is your practicum instructor a BCBA or BCBA-D? Have they met and 
continued to maintain the BACB supervisor requirements? 

  Assess experience 
Does your practicum instructor have the depth and scope of experience to 
competently supervise and manage supervisees across a variety of settings and 
populations? 

  Assess time allocation 
Does your practicum instructor have enough time to teach, supervise, and 
administer practical training?  

  Assess interpersonal skill 
Does your practicum instructor have the interpersonal skills necessary to 
establish and maintain relationships with practicum sites and supervisors? 

b. Develop a practical training handbook 
The development of a practical training handbook can be used to set expectations and 
rules early on during training. 

  Signed verification of review statement 
Do you have a way to verify that your students are aware of the program’s 
practicum policies and procedures? 

  Mission 



Are your students aware of the program’s mission and goals? 
  Faculty and staff contact information 

Do your students know who to contact and how that contact should occur? 
  Expectations and responsibilities 

Are students aware of what is expected of them (ethical behavior, record 
keeping, etc.) 

  Training schedule 
Are students aware of how many hours they are expected to work each 
semester? Does your program require work on weekends? How will your 
program handle vacation time? 

  Practicum course descriptions and objectives 
Do you have course objectives that build up mastery across semesters? 

  Practicum policies and procedures 
Do you have policies for background checks, professionalism, communication, 
practicum sites, health and safety, record keeping, remediation, and 
grievances? 

2. Practicum Instructor Responsibilities 
a. Teaching 

Evaluating student progress in diverse clinical settings is a challenge. 
  Develop a bank of practicum assignments for portfolio 

Have you considered identifying a course textbook for assignment ideas. 
  Establish a fair grading system (self-monitoring & goal setting) 

How will you ensure that student progress is being evaluated fairly, 
consistently and reliably? 

b. Supervision 
Practicum instructors will need time to supervise and manage additional community 
supervisors to provide diverse training experiences for students. 

  Assign community supervisors for individual supervision 
What is your process for identifying and maintaining quality supervisors 
capable of offering your students diverse training opportunities? 

  Establish weekly group supervision meetings 
Do you use weekly group supervision meetings to check in with students 
assigned to community-based sites and update records? 

c. Administration 
A significant amount of time spent by practicum instructors will likely involve handling 
administrative tasks and site/supervisor development.  

  Stay current with all relevant experience and ethical standards 
Are you and your students able to accurately and thoroughly describe the 
BACB’s experience standards? What about the BACB’s Professional and 
Ethical Compliance Code for Behavior Analysts? 

  Develop and maintain diverse practical training sites and supervisors 
How many different supervisors and sites are your students contacting during 
their time in your training program? Is the training they are receiving diverse 
across populations and activities? 

  Assign students to appropriate placements 
Are students being placed in settings and with supervisors that challenge them 
and expand further on their current repertoire? 

  Review and keep program and student experience and supervision records 
Are all of your student’s supervision and experience records up to date? Do 
you have a system in place for continually updating these records? At 



minimum, these records should include all copies of the site MOUs, 
supervisee/supervisor contracts, student supervision forms and experience 
verification forms.  

  Address student and site grievances 
Is there a fair and rapid procedure in place to handle student and site 
grievances? Do you have a way to evaluate student, supervisor, and site 
satisfaction? 
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Abstract While task clarification, goal setting, feedback, and
behavioral skills training (BST) are well-supported methods
for performance improvement, there is no standardized ap-
proach to supervising aspiring Board Certified Behavior
Analysts® (BCBAs®) that specifies how such practices
should be used within a comprehensive supervision system,
namely for supervising those who are still accruing experience
hours for the purpose of becoming board certified. This article
outlines a systematic approach to BCBA supervision and pro-
vides a set of tools that supervisors can use to ensure that they
are engaging in empirically based supervision practices.

Keywords BCBA supervision . Supervision process .

Supervisionmaterials

The Behavior Analyst Certification Board® (BACB®)
Supervisor Training Curriculum Outline specifies that
BCBAs trained in supervision techniques should be able to
describe the purpose and important features of supervision,
use behavioral skills training, including the use of effective
performance feedback to teach targeted skills, evaluate the
effectiveness of their supervision, and proactively engage in
professional development activities to improve supervisory
performance (BACB, 2012b). Each of these repertoires is es-
sential for providing adequate supervision. We believe that of

equal importance is a supervisor’s ability to conduct supervi-
sion within a process that accounts for the contingencies act-
ing upon his environment and the environment of his
supervisees. Insight from the work that has been done in or-
ganizational behavior management (OBM) can help us design
effective supervision systems.

Behavior analysts should be accustomed to using a
behavior-analytic technology to produce behavior change pro-
grams for clients. However, manymay not be as accustomed to
using the same technology to train and supervise individuals
seeking certification, especially those who have limited practi-
cal experience. Organizational behavior management is a sub-
field of applied behavior analysis that focuses specifically on
organizational problems (Bucklin, Alvero, Dickinson, Austin,
& Jackson, 2000). Because the same empirical approach that is
followed in clinically focused behavior analysis is used in or-
ganizational behavior management, much of the research find-
ings from the OBM literature can be used to aid in the devel-
opment of applied behavior analysis (ABA) practices, includ-
ing the supervision of others.

For example, it is clear that ensuring that consequences are
contingent on the target performance improves that particular
target performance. Komaki (1986) set out to, Bspecifically
identify and empirically determine what constitutes effective
supervisory behavior^ (p. 270). The author found that effec-
tive managers spent significantly more time monitoring per-
formance and used work sampling as a specific form of per-
formance monitoring more often than marginally effective
supervisors. Komaki also found that there was no difference
between the groups regarding the number of positive, nega-
tive, or neutral consequences between effective and marginal-
ly effective managers. In other words, Beffective managers
were no more likely than the marginal managers to provide
positive consequences, and they were no less likely to provide
negative consequences^ (pp. 275–6). The author concluded
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that because effective managers spent more time monitoring,
their consequences were more likely to be contingent on, rath-
er than independent of, employees’ performance.

Task clarification, goal setting, and feedback are common
practices that have been used in a variety of settings to im-
prove on-the-job performance. Tittelbach, DeAngelis,
Sturmey, and Alvero (2007) used a task clarification, goal
setting, and feedback intervention to improve punctuality,
greeting, and correct front-desk behavior of student advisors
in a university counseling center. Loewy and Bailey (2007)
used graphic feedback, goal setting, and manager praise to
improve customer service (i.e., greeting, eye contact, and
smiling) in two locations of a home improvement store. Gil
and Carter (2016) used graphic feedback, later combined with
goal setting and performance feedback to improve data col-
lection adherence of direct care staff in a large residential
treatment facility. It is reasonable to expect the application of
these practices to the supervision of aspiring BCBAs to result
in supervisees’ performance improvement in key behavior-
analytic skills.

In 2016, Behavior Analysis in Practice released a special
section on supervision. Prior to its publication, few articles
had been published on recommended practices for the super-
vision of aspiring BCBAs. The special section includes arti-
cles on ethical considerations in supervision (Sellers, Alai-
Rosales, & MacDonald, 2016), recommendations for
conducting group supervision (Valentino, LeBlanc, &
Sellers, 2016), recommendations for addressing barriers to
supervision (Sellers, LeBlanc, & Valentino, 2016), an exami-
nation of the relationship between supervision hours, supervi-
sor credentials, years of experience, and supervisor caseload
on ABA treatment outcomes (Dixon et al., 2016), and recom-
mended practice guidelines and approaches to supervision
(Sellers, Valentino, & LeBlanc, 2016; Hartley, Courtney,
Rosswurm, & LaMarca, 2016; Turner, Fischer, & Luiselli,
2016).

Interestingly, though the supervision model presented
by Turner et al. (2016) closely resembles the process that
will be presented in this paper, the two systems were
established by two separate groups in two separate loca-
tions. The current paper further enhances the literature
base on supervision by emphasizing that supervision is a
process with a beginning, middle, and end and by provid-
ing templates to assist supervisors in carrying out that
process.

Knowing the general flow of a supervisory relationship
from beginning to end helps supervisors to keep their docu-
mentation organized and plan for supervisees’ training and
assessment needs. This is especially important given that su-
pervision may often be a secondary job for BCBAs, resulting
in time constraints and competing job responsibilities (Garza,
Peterson, McGee, Jackson, & Malott, manuscript in
preparation).

In a survey to assess the needs of individuals supervising
experience hours for aspiring BCBAs, 18% of participants
indicated that lack of available information or materials was
a barrier to using assessment in supervision. Furthermore,
30% of participants indicated that time or competing contin-
gencies were a barrier to completing assessments in supervi-
sion. When asked to indicate barriers to the use of behavioral
skills training in supervision practices, 54% of participants
indicated that lack of time was a barrier, and 48% of partici-
pants indicated that there were too many skills to teach. The
majority of participants also indicated that additional materials
would be useful for teaching most items in sections I and II of
the BACB Task List (Garza et al., manuscript in preparation).
In response to these expressed needs, the purpose of this paper
is to present a concise process for supervising aspiring
BCBAs and to provide materials to assist supervisors in pro-
viding high-quality supervision. Supervision for BCBA expe-
rience hours can be conceptualized as a process that occurs in
five phases: establishing a supervisory relationship, skills as-
sessment, training, ongoing performance monitoring, and
ending the supervisory relationship. The steps involved in
each of these phases will be discussed below. Those phases
that are already discussed at length in the existing literature on
supervision will be covered in less detail than those for which
the existing literature does not address how to complete the
phase in the context of BCBA supervision. In addition, strat-
egies for ongoing professional development will be discussed.

Establishing a Supervisory Relationship

Individuals may receive supervision as part of a university
practicum, from a supervisor within the organization at which
he or she works, or from a BCBA who offers contracted su-
pervision services. Regardless of the arrangement of supervi-
sion, no experience hours can be accrued before both the su-
pervisor and supervisee sign a contract outlining the respon-
sibilities of each party. The BACB Experience Standards out-
line the specific items that must be included in the contract
(BACB, 2016), and the BACB® website offers several sam-
ple contracts to use as a template. We recommend using these
templates as a guide and modifying the contract to describe
the specific assessments and experience opportunities that the
supervisee can expect to encounter within the organization in
which experience hours will be accrued. We also recommend
using universities’ or other organizations’ legal or contract
departments as a resource for reviewing contracts for proper
legalese whenever such resources are available.

In our professional experience, we have heard supervisors
express concern that they could get locked into a supervisory
relationship with a supervisee who does not make adequate
progress or who engages in unprofessional behavior. In their
Experience Standards, the BACB specifies that contracts
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should, Bdelineate the consequences should the parties not
adhere to their responsibilities (including proper termination
of the relationship)^ (2016, p. 3). If there are circumstances
under which a supervisor would be unwilling to continue su-
pervising an individual, those circumstances should be clearly
outlined in the supervision contract in order to protect both
parties.

During an initial meeting, the supervisor should describe
the purpose of supervision as described in the BACB’s
Supervisor Training Curriculum Outline and go over the su-
pervision contract with the supervisee. We recommend read-
ing over the terms of the contract aloud during the meeting,
pausing after each section to allow for questions, and having
the supervisee sign his or her initials after each section of the
agreement. This protects both parties by ensuring that there is
a legitimate and understood agreement between the supervisor
and supervisee. Once both parties sign the contract, the super-
visory relationship has been officially established.

Sellers, Valentino, and LeBlanc (2016) provide excellent
rationale and guidelines for effective establishment of the su-
pervisor–supervisee relationship. We recommend reviewing
their practice guidelines for more detailed information on cre-
ating supervision contracts, setting clear expectations for the
supervisee, specifically setting expectations regarding feed-
back in the supervision process, and creating a Bcommitted
and positive^ supervisory relationship (p. 276). Turner et al.
(2016) also discuss strategies for establishing a supervisory
relationship that results in collaborative and ethical practices.
In a manner similar to Sellers et al. (2016), Turner et al. (2016)
emphasize the importance of setting clear performance expec-
tations and clearly defining the supervisory relationship.

Skills Assessment

After establishing the supervisory relationship, a supervisor
must determine which performances and corresponding Task
List (BACB, 2012a) items the supervisee currently possesses
and which will need to be developed over the course of super-
vision. This determination is made through a performance/
skills assessment. In assessment, the supervisor is either ob-
serving performance or reviewing products of performance
without providing prompts, coaching, or instructional feed-
back. These components of training and performancemanage-
ment could bias the results of the assessment. Assessment
should be done before beginning the training process because
it helps the supervisor pinpoint which skills the supervisee can
successfully practice independently. This allows the supervi-
sor to focus training efforts on skills the supervisee has not yet
mastered. In our discussion of assessment, we will first present
a method for supervisors to define the scope of their assess-
ment, followed by a method for conducting the assessment,
and, finally, a method for using the results of the assessment.

Job Model

Job models can take different forms and be called by different
names (e.g., role/responsibility matrix) but typically include
the accomplishments or performance responsibilities associat-
ed with the job. Additional information, such as tasks required
to complete the performance, measures of performance, goals
or standards for performance, inputs to performance, recipi-
ents of outputs of performance, and how feedback on perfor-
mance will be provided, are sometimes also included in the
job model (Gilbert, 1996; Rummler & Brache, 2012).

Because training (discussed in the next section) can be a
time-consuming process, we recommend conducting an anal-
ysis of the position supervisees will hold in the organization.
This analysis helps supervisors identify which skills the
supervisee will actually practice throughout the supervisory
relationship. If the organization cannot provide specific train-
ing on a particular skill, it is categorized as a low priority for
assessment and training. If the skill is practiced regularly with-
in the organization, it is a high priority for assessment and, if
needed, training. This is not to say that the skills not practiced
within the organization are not important to the field of behav-
ior analysis or would not be worthwhile for the supervisee to
learn. However, it is best to match the training setting to the
environment in which the performance will occur naturally
(Kazbour, McGee, Mooney, Masica, & Brinkerhoff, 2013;
Mager, 1997). If there are no natural practice opportunities
within the organization, it is best to leave the training to a site
in which those opportunities are available.

Job models can be conceptualized as a sort of task clarifi-
cation, which is a widely supported performance improve-
ment intervention in OBM (Cunningham & Austin, 2007;
Gravina, VanWagner, & Austin, 2008; Durgin, Mahoney,
Cox, Weetjens, & Poling, 2014; Slowiak, 2014). Job models
can be organized in different ways depending on their specific
utility within the organization. In the context of supervision
for aspiring BCBAs, it is appropriate to examine which Task
List (BACB, 2012a) items are practiced when a supervisee
engages in each given performance that is part of her position
within the organization.

Appendix 1 is an example of a job model for a behavior
consulting organization. On the top of the form, there is a
space to indicate the name of the position (e.g., graduate ther-
apist), the supervisor (e.g., KS), and the job purpose (e.g., to
provide clinical services to adults and children with develop-
mental disabilities and develop professional skills for provid-
ing effective and ethical treatment). Specifying the purpose of
the job helps establish the scope of the position and distin-
guish the position from others within the organization. This
decreases the likelihood of ambiguity as to whose responsibil-
ity it is to engage in a given responsibility. Job responsibilities
or performances are listed in the left column of the table, and
the corresponding BACB Task List items are listed in the right
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column. For example, a graduate therapist in the behavior
consulting organization might conduct a functional behavior
assessment, but they might not be responsible for conducting
discrete trial training.

We identified 11 different tasks from the Task List that
someone might engage in to complete a functional behavior
assessment: G-01 Breview records and available data at the
outset of the case,^ G-02 Bconsider biological/medical vari-
ables that may be affecting the client,^ G-03 Bconduct a pre-
liminary assessment of the client in order to identify the referral
problem,^ G-04 Bexplain behavioral concepts using nontech-
nical language,^ G-06 Bprovide behavior-analytic services in
collaboration with others who support and/or provide services
to one’s clients,^ G-07 Bpractice within one’s limits of profes-
sional competence in applied behavior analysis, and obtain
consultation, supervision, and training, or make referrals as
necessary,^ G-08 Bidentify and make environmental changes
that reduce the need for behavior analysis services,^ I-01
Bdefine behavior in observable and measurable terms,^ I-02
Bdefine environmental variables in observable and measurable
terms,^ I-03 Bdesign and implement individualized behavioral
assessment procedures,^ and I-07 Bdesign and conduct prefer-
ence assessments to identify putative reinforcers^ (BACB,
2012a, pp. 6, 7). Note that job performances could be more
narrowly defined if it is likely that supervisees within the or-
ganization will complete components of the larger perfor-
mance independently. For example, functional assessment in-
terview, descriptive assessment, and functional analysis can be
listed as separate performances on the job model if they are
likely to be practiced as discrete performances that involve the
use of unique sets of skills from the Task List.

Once all of the job responsibilities and corresponding Task
List items are identified for the job position, a list of all of the
Task List items that can be practiced while the supervisee is in
that position can be compiled. The Task List items for which
there are no natural practice opportunities can be better
assessed and trained in another position, perhaps in another
organization. While all of the skills on the Task List are rele-
vant to behavior analysis as a field, not all of the skills are
relevant to every job position. For example, in organizations
that do not provide group instruction to clients, there may be
few or no opportunities to use Direct Instruction (item F-03 on
the Task List). There also may not be an opportunity to use a
full range of experimental designs (Section I.B. on the Task
List) within many organizations. Although these skills are
valuable, eliminating them from a training program allows
the supervisor to focus on teaching the skills that are immedi-
ately relevant for the supervisee’s role in the organization.
This, in turn, eliminates some competition between training
supervisees and the supervisor’s other job responsibilities.
Once all of Task List items that can be practiced within a
supervisee’s job role have been identified, supervisors can
conduct a focused assessment to determine training needs.

Assessment of Skills

Assessing supervisees’ ability to perform the Task List items
identified as relevant to the supervisee’s job position can also
decrease the time supervisees spend on training. Assessment
helps determine which skills must be trained and which can be
practiced without training, thereby preventing unnecessary
training and premature independent practice. Furthermore,
initial assessment allows supervisors to obtain a baseline mea-
sure of their supervisees’ performance, which allows them to
evaluate their own supervisory effectiveness (Kazdin, 1982).
There are different methods to assess supervisees’ ability to
perform job responsibilities. We recommend the following
sequence of assessment: self-assessment, oral and written
quizzes, and validation of self-assessment through review of
permanent products and observation.

Turner et al. (2016) discuss the use of initial baseline as-
sessment, including the use of direct observation; use of infor-
mal assessment such as interviews, conversation, and portfo-
lio review; review of course syllabi; discussion of progress
with previous supervisors; and review of the Task List. Here,
we present multiple steps of baseline assessment and discuss a
tool that can be used to organize assessment data for ongoing
use in the supervision process.

Self-assessment involves having the supervisee rate her
skill level for each job responsibility and/or task list skill.
While behavior analysts might be hesitant to use self-
assessment methods in their supervision practices, asking a
supervisee to rate her ability to perform a skill has some ben-
efits. Sellers et al. (2016) recommend having supervisees self-
evaluate their ability to perform job responsibilities, noting
that such an evaluation might help supervisors target their
training efforts appropriately. If a supervisee indicates that
she has no or limited experience with a task or that she would
need coaching to perform the task, she may actually not have
the skills to perform that particular task. In this situation, her
self-assessment would indicate a training need. However, it is
also possible that her rating does not match her actual skill
level (i.e., the supervisee might actually perform the task at a
mastery level). Even in this situation, it would be worthwhile
to provide some training so that the supervisee can learn to tact
her own correct performance and better recognize when she
has made an error. Turner et al. (2016) point out that the level
of rapport between a supervisor and supervisee may affect a
supervisee’s tendency to seek her supervisor’s guidance over
the guidance of others. Providing training when a supervisee
indicates that her ability to perform a skill is below mastery
levels could improve rapport and increase the frequency with
which a supervisee asks for help when needed.

On the other hand, if a supervisee indicates that she could
perform the task independently or even coach others on the
performance, her performance could indicate otherwise (i.e.,
her performance could bewell belowmastery levels). Parsons,
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Rollyson, and Reid (2012) distinguish between performance
skills and verbal skills in their discussion of the behavioral
skills training (BST) model (discussed below). Just as it is
recommended that training differ depending on the nature of
the skills to be trained, we recommend different methods for
verifying supervisee’s self-reports depending on the nature of
the skills being assessed. Verification of self-assessment can
be done via quizzes and interviews for knowledge-based or
verbally based skills (e.g., Section III: Foundational
Knowledge of the Task List; skills that involve explaining
concepts or treatment programs and skills that involve clinical
decision-making) and review of permanent products and di-
rect observation for performance-based skills. If the
supervisee has a portfolio of work she has done in the past,
evaluating the items in the portfolio allows supervisors to
assess skill levels without scheduling an observation. In fact,
we recommend encouraging supervisors to keep a record of
work products for this reason. For items that cannot be
assessed via quizzes, interviews, and portfolio review, role
play or in vivo, direct observations can be used.

The authors have developed a tool for organizing assess-
ment data. Readers may access this tool by emailing the first
author. The tool presents all items of the BACB Fourth
Edition Task List and dropdown menus with self-assessment
options for each Task List item. The supervisee can self-assess
their ability to perform each skill by selecting an item from the
dropdown menu. Once the supervisee completes the self-as-
sessment, the assessment results populate other tabs in the
spreadsheet, which correspond to each section of the Task
List. For each Task List item, there is a space for the self-
assessment standing (which is automatically populated from
the self-assessment), a broad training goal (train, generalize,
monitor, or lead/train others), validation method (portfolio re-
view, natural observation, alternative training method, or
N/A), and status (validated, in training, or monitoring).
There is also a space for the supervisor to make comments
regarding the supervisee’s progress on each Task List item.

Goal Setting

A variety of studies have examined the effects of goal setting
on performance. Goal setting has been used successfully in
interventions to improve the performance of soccer players
(Brobst & Ward, 2002), to increase safe methods of passing
sharp instruments in a hospital operating room (Cunningham
& Austin, 2007), to increase cashiers’ checking of identifica-
tion in a grocery store (Downing & Geller, 2012), and to
decrease office workers’ bouts of prolonged sitting (Green,
Sigurdsson, & Wilder, 2016). Additionally, Turner et al.
(2016) discuss goal setting as one method for teaching and
promoting skills within the supervisory relationship. Here, we

introduce steps supervisors can take to set appropriate goals
for their supervisees.

The results of skills assessment can be used to set long-term
and short-term training goals for the supervisee. Long-term
goals can be reviewed each quarter or semester, and short-
term goals can be reviewed each supervisory period. Other
time frames can be used as well, depending on the nature of
the supervisory relationship. Goal setting interventions often
involve the use of baseline performance data to set interven-
tion goals that are achievable and that, if met, would result in
meaningful performance improvement (e.g., Downing &
Geller, 2012; Green et al., 2016). Additionally, there is some
evidence that setting goals based on an individual’s ability
results in more pronounced performance improvements over
goals that are assigned to an entire group, especially for low
performers (Jeffrey, Schulz, & Webb, 2012).

To set appropriate long-term goals, supervisors should con-
sider the Task List items that are included in the job model, the
supervisee’s overall progress on mastering those Task List
items, and the anticipated needs of the organization during
the review period. For example, if the supervisee has observed
her supervisor collecting interobserver agreement (IOA) data,
but has not yet had the opportunity to practice independently,
long-term goals for the quarter might include collecting integ-
rity data independently with 80% or better (IOA) with her
supervisor. This goal could take one or several sessions to
achieve. If the supervisee has never observed the process of
writing a behavior support plan, one long-term goal for the
quarter might be to have the supervisee take part in the treat-
ment planning process and read the resulting behavior support
plan.

Once goals are determined for the quarter or semester,
short-term goals can be established with long-term goals in
mind. To set appropriate short-term goals, supervisors should
consider the immediate needs of the organization as well as
their supervisee’s ability to meet those needs. For example, if
the organization is serving a client who needs a functional
behavior assessment, the supervisee’s demonstrated abilities
related to functional behavior assessment will determine how
much independence the supervisee should be allowed when
performing the task. If the supervisee indicated on her self-
assessment that she has no or limited experience in FBA,
training goals for the supervisory period might include the
supervisee’s observation of the planning process. If the
supervisee has successfully completed a functional behavior
assessment, training goals for the supervisory period might
include the supervisee writing the protocol without guidance
from the supervisor. The supervisor could then evaluate the
protocol and provide positive and corrective feedback. A form
for setting goals and delivering performance feedback is avail-
able in Appendix 5. See the section on BOngoing Performance
Monitoring^ below for a more detailed description of the
Feedback and Goal Setting Form.
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Training

The Supervisor Training Curriculum Outline from the BACB
lists BBehavioral skills training of supervisee^ as an important
feature of supervision (2012, p. 2). In addition, the BACB
Experience Standards lists behavioral skills training as a com-
ponent of Beffective behavior-analytic supervision^ (2016, p.
2). Therefore, our discussion of training is based on the be-
havioral skills training (BST) model.

Behavioral skills training is an approach to training that
includes five major components: rationale and instruction,
modeling, opportunity to practice, feedback, and repetition
of practice and feedback until the learner achieves mastery
(Parsons et al., 2012). Some models also include assessment
of generalization to other clients, settings, or behaviors
(BACB, 2012b, p. 3).

To measure the correctness of a performance, the correct per-
formance must be operationally defined (Cooper, Heron, &
Heward, 2007). Before implementing BST, one must define the
target performance and create the necessary supportingmaterials.
We recommend beginning with a task analysis. A task analysis
breaks a performance down into its component steps. Behavior
analysts often use task analyses to break down target client per-
formances into smaller steps and then use chaining or shaping to
improve client performance of the target. In training, task analy-
ses are used in the same way, but the focus is on supervisee
performance rather than client performance. See Appendix 2
for an example of a task analysis template. Our template includes
a place to indicate the performance to be taught, the triggering
event (i.e., the stimulus that indicates it is time to begin the
performance), and the ending event (i.e., permanent products or
changes in the environment that define the termination of the
performance). Identifying the triggering event and the ending
event helps to define the scope of the performance, which later
helps to define the scope of the corresponding training. The
template also has a place to indicate the tasks involved in the
performance. For each task, there is a table to note the materials
that are needed to perform the task and the designated location
for those materials. Additionally, the template has a place to
indicate any steps, sub-steps, or decisions involved in the task.
Some performances may have only one task, while others might
have multiple tasks, steps, sub-steps, and decisions.

Task analyses make teaching job performances easier be-
cause the target skills are broken into smaller, more manage-
able, sequential steps (Mager, 1997). Once the performance is
broken into observable and measureable sub-steps, the task
analysis can be used to create a data sheet. The data sheet
can be used to guide an objective observation of the target
skill. Data sheets built from a task analysis are more likely
to capture the behaviors critical to successful performance.
As supervisors build a portfolio of task analyses and data
sheets related to the BACB Task List, they can be used to
guide initial skills assessments as well.

After completing a task analysis, it is helpful to create a
training storyboard to facilitate the training process (Bunch,
1991). A storyboard is a training design document that
prompts the trainer to identify the rationale for the perfor-
mance, to develop instructions for the trainee, to determine
how the performance will be modeled and what he or she will
say while modeling the performance, to determine what prac-
tice opportunities will look like for the trainee, to determine
how feedback will be delivered to the trainee, and to deter-
mine how the trainee’s performance will be evaluated to de-
termine whether mastery has been achieved. In other words,
the storyboard helps ensure that trainers are, in fact, designing
BSTwith each of its components and not some other form of
training, which may or may not be evidence-based. Appendix
3 is a storyboard template that supervisors can use to develop
their trainings.

Once the training storyboard is developed, all materials to
be used in the training must also be developed or gathered.
Examples of training materials include written instructions,
video-based models, practice activities, written tests, and ma-
terials that are necessary for running protocols. Once the per-
formance to be trained has been analyzed, the training has
been designed, and the training materials have been devel-
oped, supervisors can implement BST according to the steps
outlined in the storyboard.

Ongoing Performance Monitoring

Behavior analysis is not only a science of learning in the sense
of skill acquisition. In fact, a significant portion of the field is
dedicated to understanding the variables that increase, de-
crease, or maintain behavior after it is established (Skinner,
1950). While the BACB Experience Standards state that, Bthe
supervisee’s primary focus should be acquiring new behavior-
analytic skills related to the BACB Third Edition Task List or
the BACB Fourth Edition Task List as appropriate,^
supervisees also must maintain satisfactory performance after
new skills are established (2016, p. 5).

The Experience Standards require supervisors to observe
their supervisees in the natural environment at least once each
supervisory period (2016, p. 2). As Komaki, Zlotnick, and
Jensen (1986) point out, Bonly managers who systematically
monitor and collect data are likely to be knowledgeable about
subordinates’ performance^ (p. 261). After training is com-
plete for a given performance, ongoing monitoring serves to
continue the development of the supervisee’s skills and to
assess for generalization to new clients, targets, and settings.
Ongoing performance monitoring involves regularly
conducting formal and informal assessments of supervisee’s
skills, updating goals according to assessment results, and
delivering performance feedback.
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Because we have already reviewed the process of
conducting assessments and establishing goals, this section
will focus on the delivery of performance feedback.
Feedback is information about performance that allows a per-
son to change that performance in the future (Daniels &
Bailey, 2014). Effective feedback contains specific informa-
tion; pertains to performances under the control of the per-
former; is individualized; is self-monitored when possible, if
not self-monitored, is delivered by a person in charge; is fo-
cused on improvement; is easily understood; is graphed; is
used in conjunction with reinforcement; and is provided as
often as feasible (Alvero, Bucklin, & Austin, 2001;
Balcazar, Hopkins, & Suarez, 1985-86).

Delivering corrective feedback deserves additional discus-
sion, as it can easily be done inappropriately or ineffectively.
For example, anger is a motivating operation that might increase
the value of the reinforcing effects of yelling or other aggressive
behaviors. Therefore, feedback should not be delivered when
angry. Delivering corrective feedback in public could be per-
ceived by others in the organization as unfair, which might in-
crease the reinforcing effectiveness of behaviors that are incon-
sistent with the instructions given by the supervisor. Feedback
should therefore be given privately. Supervisors should also
avoid threatening consequences that they cannot deliver, so that
their feedback does not lose effectiveness in managing their
supervisees’ performance (Daniels & Bailey, 2014). To deliver
corrective feedback, supervisors must describe the ineffective
performance and the desired performance, provide rationale
and instructions for the desired performance, model the correct
performance, provide opportunities for the supervisee to practice
the desired performance, provide feedback again, and follow-up
as necessary (BACB, 2012b, p. 4). Note that this is the same
process that is followed for behavioral skills training.

In their Supervisor Training Curriculum Outline, the
BACB states that supervisors should be able to describe sev-
eral different methods of delivering performance feedback:
vocal, written, modeled, video, graphic, self-monitored, for-
mal, and informal (2012c, pp. 4–5). Appendix 4 is a table that
gives a description of each of these feedback methods and
situations in which each method might be appropriate.
Appendix 5 is a Supervision Feedback and Goal Setting
Form that supervisors can use to guide their written and vocal
feedback and establish goals for the next supervisory period.
The form prompts the supervisor to identify the job perfor-
mances that were practiced during the supervisory period,
their supervisee’s current (validated) level of self-assessment,
and goals for the upcoming supervisory period (or the next
time the performance will be completed). The form also
prompts supervisors to comment on their supervisee’s profes-
sional behavior during the supervisory period and provides
space for the supervisor to write general comments. In addi-
tion, the form prompts supervisors to select several areas of
focus for the next supervisory period. The Supervision

Feedback and Goal Setting form can be used in conjunction
with the tool for organizing assessment data that we described
in the assessment section. Whereas assessment data may be
collected only several times throughout the supervisory rela-
tionship, the Supervision Feedback and Goal Setting form can
be used to document progress every supervisory period,
allowing for broad analyses of performance change as well
as more molecular analyses.

Ending the Supervisory Relationship

There are several steps supervisors should follow to appropri-
ately conclude a supervisory relationship: evaluation of the
supervisee’s overall skill development, evaluation of the super-
visor’s supervision skills, and completion of documentation
required by the BACB. See Turner et al. (2016) for additional
considerations for unplanned terminations of supervisory
relationships.

Evaluation of the Supervisee’s Overall Skill
Development

As discussed earlier, evaluation of supervisees’ performance is,
ideally, an ongoing process throughout supervision. However,
to remain consistent with the Banalytic^ dimension of applied
behavior analysis, the supervisee’s performance should be eval-
uated before, during, and after supervision to provide a measure
of the supervisee’s overall progress and the impact of supervi-
sion (Baer, Wolf, & Risley, 1968; Turner et al., 2016). Quizzes
on the Foundational Knowledge section of the Task List, self-
assessment measures, direct observation, and reviews of perma-
nent products—the same assessment tools and methods that are
used to conduct an initial assessment of the supervisee’s
skills—can be used to obtain an overall measure of the
supervisee’s progress throughout the process of supervision
(see the BAssessment of Skills^ section above for a more de-
tailed discussion of these tools). While the initial assessment
gives a baseline fromwhich training and performance goals can
be established, the final assessment gives a post-supervision
evaluation. Comparing the pre-supervision performance with
post-supervision performance can provide a measure of the
supervisee’s progress and growth over the course of supervi-
sion, which allows the supervisor to evaluate his or her own
effectiveness.

During the final supervision meeting, the supervisor should
discuss the results of the supervision evaluation. Pre- and post-
supervision graphs of supervisee performance, summary
statements from pre- and post-assessments, the supervisee’s
updated portfolio, and written recommendations for which
skills to focus on improving through subsequent supervision
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experiences should guide discussion during the final supervi-
sion meeting.

Evaluation of the Supervisor’s Effectiveness

Comparing pre- and post-assessments of supervisees’ self-
assessments and work products not only provides a picture of
the supervisees’ progress; it also provides a rough measure of
the supervisor’s effectiveness. In addition to evaluating the
supervisee’s progress, supervisors can ask supervisees to com-
plete an evaluation of their supervisory effectiveness. Consistent
with the recommendations of Turner et al. (2016), we also rec-
ommend that supervisors self-evaluate their supervisory effec-
tiveness. Additionally, we recommend using the BACB (2012b)
Supervisor Training Curriculum Outline to guide such an eval-
uation, as this document outlines what the BACB considers to
be essential features of supervision. Supervisors can self-
evaluate their supervisory effectiveness using the same method
and compare their self-evaluations to their supervisees’ evalua-
tions to help them set appropriate goals for professional devel-
opment. When possible, it is a good idea to have peers or men-
tors observe and evaluate supervisory performance to obtain a
direct measure of supervisory behavior.

Professional Development Planning

Planning to improve supervision practices takes time and ef-
fort. Appendix 6 is a template based on the literature on per-
formance management (e.g., Malott, 2003, 2004), task clari-
fication (e.g., Slowiak, 2014; Wilson, Boni, & Hogg, 1997;
Slowiak, Madden, & Mathews, 2006), goal setting (e.g.,
Slowiak et al., 2006; Anderson, Crowell, Doman, &
Howard, 1988), and reinforcement (e.g., Skinner, 1999/
1961; Skinner, 1999/1968) that supervisors can use to estab-
lish goals and deadlines, determine the actions required to
achieve the goals, and create a reinforcement plan to follow
when those goals have been met. We hope that supervisors
will use this tool in their own practices to add to their imple-
mentation of effective supervision practices.

Conclusion

BCBA supervision is a process concerned with teaching new
behavior-analytic skills and maintaining those skills after they
have been mastered. As a field that has developed effective
techniques for increasing, decreasing, and maintaining behav-
ior, it makes sense that we would use the same technology to
teach and maintain the skills of those in training to become
professional behavior analysts and to improve the effective-
ness of supervision practices. This paper has proposed a

general process to follow while supervising aspiring BCBAs
as well as materials to guide the implementation of that pro-
cess. We encourage supervisors to use these materials and to
share training protocols with others with the goal of maintain-
ing the integrity of behavior analysis and keeping an emphasis
on data-based decision-making.
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Appendix A 

Example of a Job Model 

Position: Graduate Therapist 
 
Supervisor: KS 
 
Job Mission/Purpose: To provide clinical services to adults and children with 
developmental disabilities and develop professional skills for providing effective and 
ethical treatment.  
 
Job 
Responsibility/Performance 

BACB Skills Required 

1. Functional Behavior 
Assessment 

a. Informant 
Assessment 

b. Direct Observation 
Assessment 

c. Functional Analysis 
d. Background 

Probability Data 
Collection  

Section II 
Identification of the Problem 

G-01 Review records and available data at the outset of 
the case. 
G-02 Consider biological/medical variables that may be 
affecting the client. 
G-03 Conduct a preliminary assessment of the client in 
order to identify the referral problem. 
G-04 Explain behavioral concepts using nontechnical 
language. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 
G-08 Identify and make environmental changes that 
reduce the need for behavior analysis services. 

Assessment 
I-01 Define behavior in observable and measurable terms. 
I-02 Define environmental variables in observable and 
measurable terms. 
I-03 Design and implement individualized behavioral 
assessment procedures. 
I-07 Design and conduct preference assessments to 
identify putative reinforcers. 
 

2. Analyze Assessment Data  Section II 
Identification of the Problem 

G-01 Review records and available data at the outset of 
the case. 
G-02 Consider biological/medical variables that may be 
affecting the client. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 



consultation, supervision, and training, or make referrals 
as necessary. 

Measurement 
H-03 Select a data display that effectively communicates 
relevant quantitative relations. 
H-04 Evaluate changes in level, trend, and variability. 
H-05 Evaluate temporal relations between observed 
variables (within & between sessions, time series). 

Assessment 
I-05 Organize, analyze, and interpret observed data. 
I-06 Make recommendations regarding behaviors that 
must be established, maintained, increased, or decreased. 

Intervention 
J-02 Identify potential interventions based on assessment 
results and the best available scientific evidence. 
J-05 Select intervention strategies based on the client’s 
current repertoires. 
J-15 Base decision-making on data displayed in various 
formats. 
 

3. Create a Behavior Support 
Plan 

Section I 
A-10 Design, plot, and interpret data using equal-interval 
graphs. 
A-14 Design and implement choice measures. 

Experimental Design 
B-01 Use the dimensions of applied behavior analysis 
(Baer, Wolf, & Risley, 1968) to evaluate whether 
interventions are behavior analytic in nature. 
B-02 Review and interpret articles from the behavior-
analytic literature. 
B-03 Systematically arrange independent variables to 
demonstrate their effects on dependent variables. 
B-04 Use withdrawal/reversal designs. 
B-05 Use alternating treatments (i.e., multielement) 
designs. 
B-06 Use changing criterion designs. 
B-07 Use multiple baseline designs. 
B-08 Use multiple probe designs. 
B-09 Use combinations of design elements. 
B-10 Conduct a component analysis to determine the 
effective components of an intervention package.  
B-11 Conduct a parametric analysis to determine the 
effective values of an independent variable. 

Behavior-Change Considerations 
C-01 State and plan for the possible unwanted effects of 
reinforcement. 
C-02 State and plan for the possible unwanted effects of 
punishment. 
C-03 State and plan for the possible unwanted effects of 
extinction. 

Fundamental Elements of Behavior Change 
D-07 Conduct task analyses. 
D-15 Identify punishers. 



D-16 Use positive and negative punishment. 
Specific Behavior-Change Procedures 

E-07 Plan for behavioral contrast effects. 
E-08 Use the matching law and recognize factors 
influencing choice. 

Section II 
Identification of the Problem 

G-04 Explain behavioral concepts using nontechnical 
language. 
G-05 Describe and explain behavior, including private 
events, in behavior-analytic (nonmentalistic) terms. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 
G-08 Identify and make environmental changes that 
reduce the need for behavior analysis services. 

Assessment 
I-01 Define behavior in observable and measurable terms. 
I-02 Define environmental variables in observable and 
measurable terms. 
I-06 Make recommendations regarding behaviors that 
must be established, maintained, increased, or decreased. 

Intervention 
J-01 State intervention goals in observable and 
measurable terms. 
J-02 Identify potential interventions based on assessment 
results and the best available scientific evidence. 
J-03 Select intervention strategies based on task analysis. 
J-04 Select intervention strategies based on client 
preferences. 
J-05 Select intervention strategies based on the client’s 
current repertoires. 
J-06 Select intervention strategies based on supporting 
environments. 
J-07 Select intervention strategies based on 
environmental and resource constraints. 
J-08 Select intervention strategies based on the social 
validity of the intervention. 
J-09 Identify and address practical and ethical 
considerations when using experimental designs to 
demonstrate treatment effectiveness. 
J-10 When a behavior is to be decreased, select an 
acceptable alternative behavior to be established or 
increased. 
J-11 Program for stimulus and response generalization. 
J-12 Program for maintenance. 
J-13 Select behavioral cusps as goals for intervention 
when appropriate. 
J-14 Arrange instructional procedures to promote 



generative learning (i.e., derived relations). 
J-15 Base decision-making on data displayed in various 
formats. 

Implementation, Management, and Supervision 
K-01 Provide for ongoing documentation of behavioral 
services. 
K-02 Identify the contingencies governing the behavior of 
those responsible for carrying out 
behavior-change procedures and design interventions 
accordingly. 
K-06 Provide supervision for behavior-change agents. 
K-08 Establish support for behavior-analytic services from 
direct and indirect consumers. 
K-09 Secure the support of others to maintain the client’s 
behavioral repertoires in their natural environments. 

4. Create Supporting 
Documents for the 
Behavior Support Plan  

Section I 
Measurement 

A-12 Design and implement continuous measurement 
procedures (e.g., event recording). 
A-13 Design and implement discontinuous measurement 
procedures (e.g., partial & whole interval, momentary 
time sampling). 

Experimental Design 
B-02 Review and interpret articles from the behavior-
analytic literature. 
B-03 Systematically arrange independent variables to 
demonstrate their effects on dependent variables. 

Behavior-Change Considerations 
C-01 State and plan for the possible unwanted effects of 
reinforcement. 
C-03 State and plan for the possible unwanted effects of 
extinction. 

Fundamental Elements of Behavior Change 
D-02 Use appropriate parameters and schedules of 
reinforcement. 
D-03 Use prompts and prompt fading. 
D-07 Conduct task analyses. 

Section II 
Identification of the Problem 

G-04 Explain behavioral concepts using nontechnical 
language. 
G-05 Describe and explain behavior, including private 
events, in behavior-analytic (nonmentalistic) terms. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 
G-08 Identify and make environmental changes that 
reduce the need for behavior analysis services. 

Measurement 
H-01 Select a measurement system to obtain 
representative data given the dimensions of the behavior 



and the logistics of observing and recording. 
H-02 Select a schedule of observation and recording 
periods. 
series). 

Assessment 
I-01 Define behavior in observable and measurable terms. 
I-02 Define environmental variables in observable and 
measurable terms. 
I-05 Organize, analyze, and interpret observed data. 

Intervention 
J-01 State intervention goals in observable and 
measurable terms. 

Implementation, Management, and Supervision 
K-01 Provide for ongoing documentation of behavioral 
services. 
K-07 Evaluate the effectiveness of the behavioral 
program. 
K-08 Establish support for behavior-analytic services from 
direct and indirect consumers. 

5. BTC Review Section I 
Behavior-Change Considerations 

C-01 State and plan for the possible unwanted effects of 
reinforcement. 
C-03 State and plan for the possible unwanted effects of 
extinction. 

Section II 
Identification of the Problem 

G-04 Explain behavioral concepts using nontechnical 
language. 
G-05 Describe and explain behavior, including private 
events, in behavior-analytic (nonmentalistic) terms. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as  

Measurement 
H-03 Select a data display that effectively communicates 
relevant quantitative relations. 
H-04 Evaluate changes in level, trend, and variability. 

Assessment 
I-01 Define behavior in observable and measurable terms. 
I-02 Define environmental variables in observable and 
measurable terms. 
I-05 Organize, analyze, and interpret observed data. 
I-06 Make recommendations regarding behaviors that 
must be established, maintained, increased, or decreased. 

Intervention 
J-01 State intervention goals in observable and 
measurable terms. 



6. Staff Training Section I 
Experimental Design 

B-02 Review and interpret articles from the behavior-
analytic literature. 

Behavior-Change Considerations 
C-01 State and plan for the possible unwanted effects of 
reinforcement. 
C-03 State and plan for the possible unwanted effects of 
extinction. 

Fundamental Elements of Behavior Change 
D-01 Use positive and negative reinforcement. 
D-02 Use appropriate parameters and schedules of 
reinforcement. 
D-03 Use prompts and prompt fading. 
D-04 Use modeling and imitation training. 
D-05 Use shaping. 
D-06 Use chaining. 
D-07 Conduct task analyses. 
D-20 Use response-independent (time-based) schedules 
of reinforcement (i.e., noncontingent reinforcement). 
D-21 Use differential reinforcement (e.g., DRO, DRA, DRI, 
DRL, DRH). 

Specific Behavior-Change Procedures 
E-01 Use interventions based on manipulation of 
antecedents, such as motivating operations 
and discriminative stimuli. 
E-03 Use instructions and rules. 
E-10 Use the Premack principle. 

Behavior-Change Systems 
F-01 Use self-management strategies. 
F-02 Use token economies and other conditioned 
reinforcement systems. 

Section II 
Identification of the Problem 

G-04 Explain behavioral concepts using nontechnical 
language. 
G-05 Describe and explain behavior, including private 
events, in behavior-analytic (nonmentalistic) terms. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 

Assessment 
I-01 Define behavior in observable and measurable terms. 
I-02 Define environmental variables in observable and 
measurable terms. 
I-05 Organize, analyze, and interpret observed data. 

Intervention 
J-01 State intervention goals in observable and 



measurable terms. 
Implementation, Management, and Supervision 

K-01 Provide for ongoing documentation of behavioral 
services. 
K-05 Design and use systems for monitoring procedural 
integrity. 
K-06 Provide supervision for behavior-change agents. 
K-08 Establish support for behavior-analytic services from 
direct and indirect consumers. 
K-09 Secure the support of others to maintain the client’s 
behavioral repertoires in their natural environments. 

7. Treatment Evaluation Section I 
Measurement 

A-01 Measure frequency (i.e., count). 
A-02 Measure rate (i.e., count per unit time). 
A-03 Measure duration. 
A-04 Measure latency. 
A-05 Measure interresponse time (IRT). 
A-06 Measure percent of occurrence. 
A-08 Assess and interpret interobserver agreement. 
A-09 Evaluate the accuracy and reliability of 
measurement procedures. 
A-10 Design, plot, and interpret data using equal-interval 
graphs. 
A-12 Design and implement continuous measurement 
procedures (e.g., event recording). 
A-13 Design and implement discontinuous measurement 
procedures (e.g., partial & whole interval, momentary 
time sampling). 

Section II 
Identification of the Problem 

G-02 Consider biological/medical variables that may be 
affecting the client. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 

Measurement 
H-01 Select a measurement system to obtain 
representative data given the dimensions of the behavior 
and the logistics of observing and recording. 
H-02 Select a schedule of observation and recording 
periods. 
H-03 Select a data display that effectively communicates 
relevant quantitative relations. 
H-04 Evaluate changes in level, trend, and variability. 
H-05 Evaluate temporal relations between observed 
variables (within & between sessions, time series). 

Assessment 
I-05 Organize, analyze, and interpret observed data. 



I-06 Make recommendations regarding behaviors that 
must be established, maintained, increased, or decreased. 
I-07 Design and conduct preference assessments to 
identify putative reinforcers. 

Intervention 
J-15 Base decision-making on data displayed in various 
formats. 

8. Treatment Integrity 
Monitoring and Evaluation 

Section I 
Measurement 

A-01 Measure frequency (i.e., count). 
A-02 Measure rate (i.e., count per unit time). 
A-03 Measure duration. 
A-04 Measure latency. 
A-05 Measure interresponse time (IRT). 
A-06 Measure percent of occurrence. 
A-07 Measure trials to criterion. 
A-08 Assess and interpret interobserver agreement. 
A-09 Evaluate the accuracy and reliability of 
measurement procedures. 
A-10 Design, plot, and interpret data using equal-interval 
graphs. 
A-11 Design, plot, and interpret data using a cumulative 
record to display data. 
A-12 Design and implement continuous measurement 
procedures (e.g., event recording). 
A-13 Design and implement discontinuous measurement 
procedures (e.g., partial & whole interval, momentary 
time sampling). 

Fundamental Elements of Behavior Change 
D-01 Use positive and negative reinforcement. 

Section II 
Identification of the Problem 

G-04 Explain behavioral concepts using nontechnical 
language. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 

Measurement 
H-01 Select a measurement system to obtain 
representative data given the dimensions of the behavior 
and the logistics of observing and recording. 
H-02 Select a schedule of observation and recording 
periods. 
H-03 Select a data display that effectively communicates 
relevant quantitative relations. 
H-04 Evaluate changes in level, trend, and variability. 
H-05 Evaluate temporal relations between observed 
variables (within & between sessions, time series). 



Assessment 
I-01 Define behavior in observable and measurable terms. 
I-02 Define environmental variables in observable and 
measurable terms. 
I-06 Make recommendations regarding behaviors that 
must be established, maintained, increased, or decreased. 

Intervention 
J-06 Select intervention strategies based on supporting 
environments. 
J-07 Select intervention strategies based on 
environmental and resource constraints. 
J-08 Select intervention strategies based on the social 
validity of the intervention. 
or increased. 
J-12 Program for maintenance. 
J-15 Base decision-making on data displayed in various 
formats. 

Implementation, Management, and Supervision 
K-01 Provide for ongoing documentation of behavioral 
services. 
K-02 Identify the contingencies governing the behavior of 
those responsible for carrying out 
behavior-change procedures and design interventions 
accordingly. 
K-04 Design and use effective performance monitoring 
and reinforcement systems. 
K-05 Design and use systems for monitoring procedural 
integrity. 
K-06 Provide supervision for behavior-change agents. 
K-07 Evaluate the effectiveness of the behavioral 
program. 
K-08 Establish support for behavior-analytic services from 
direct and indirect consumers. 
K-09 Secure the support of others to maintain the client’s 
behavioral repertoires in their natural environments. 

9. Case Termination Section II 
Identification of the Problem 

G-04 Explain behavioral concepts using nontechnical 
language. 
G-05 Describe and explain behavior, including private 
events, in behavior-analytic (nonmentalistic) terms. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 
G-08 Identify and make environmental changes that 
reduce the need for behavior analysis services. 

Assessment 
I-05 Organize, analyze, and interpret observed data. 

Intervention 



J-01 State intervention goals in observable and 
measurable terms. 
J-12 Program for maintenance. 
J-15 Base decision-making on data displayed in various 
formats. 

Implementation, Management, and Supervision 
K-07 Evaluate the effectiveness of the behavioral 
program. 
K-08 Establish support for behavior-analytic services from 
direct and indirect consumers. 
K-09 Secure the support of others to maintain the client’s 
behavioral repertoires in their natural environments. 
K-10 Arrange for the orderly termination of services when 
they are no longer required. 

10. Follow-Up Section II 
Identification of the Problem 

G-04 Explain behavioral concepts using nontechnical 
language. 
G-05 Describe and explain behavior, including private 
events, in behavior-analytic (nonmentalistic) terms. 
G-06 Provide behavior-analytic services in collaboration 
with others who support and/or provide services to one’s 
clients. 
G-07 Practice within one’s limits of professional 
competence in applied behavior analysis, and obtain 
consultation, supervision, and training, or make referrals 
as necessary. 
G-08 Identify and make environmental changes that 
reduce the need for behavior analysis services. 

Assessment 
I-05 Organize, analyze, and interpret observed data. 
I-06 Make recommendations regarding behaviors that 
must be established, maintained, increased, or decreased. 

Intervention 
J-01 State intervention goals in observable and 
measurable terms. 

Implementation, Management, and Supervision 
K-01 Provide for ongoing documentation of behavioral 
services. 
K-07 Evaluate the effectiveness of the behavioral 
program. 
K-08 Establish support for behavior-analytic services from 
direct and indirect consumers. 
K-09 Secure the support of others to maintain the client’s 
behavioral repertoires in their natural environments. 
K-10 Arrange for the orderly termination of services when 
they are no longer required. 

	



Appendix B 

Task Analysis Template 

Performance (What is the job activity?):       
Triggering Event (When should you begin this performance?):     
Ending Event (When is this performance complete?):  
 
Task:  
Materials Needed:  Location of Materials: 
  
  
  
  

Task Steps: 
1. Step 1 

a. Sub-step/Decision Point Option (if applicable) 
i. Further rationale/explanation (if applicable) 

2. Step 2 
a. Sub-step/Decision Point Option (if applicable) 

i. Further rationale/explanation (if applicable) 
3. Step 3 

a. Sub-step/Decision Point Option (if applicable) 
i. Further rationale/explanation (if applicable) 

4. Step 4 
a. Sub-step/Decision Point Option (if applicable) 

i. Further rationale/explanation (if applicable) 
5. Step 5 

a. Sub-step/Decision Point Option (if applicable) 
i. Further rationale/explanation (if applicable) 

Permanent Products:  
	



Appendix C 

Storyboard Template 

(Complete one template for each objective to be trained) 

Performance What is the objective to be trained? 

Rationale Why is this performance important for both the organization and the trainee? 

Instruction What information or instruction does the trainee need before you model the 
performance? Is there any background information the learner needs to know? 

Modeling Do Say 

Using your task analysis as a guide, write out 
exactly what you will do to model the 
performance for the trainee. What examples 
and non-examples will you model or show? 
Will you model the performance directly or use 
simulation (e.g., video)? 

Using your task analysis as a 
guide, write out exactly what you 
will say while you model the 
performance for the trainee. 
When using examples and non-
examples, be sure to explain why 
the examples are correct and why 
the non-examples are incorrect. 

Practice Describe how the performers will practice the performance. What will they do? How 
many times? Will practice get progressively more difficult? How will you match your 
practice opportunities to true job requirements (conditions and criteria)? 

Feedback What feedback will you provide if performers are doing well? What feedback will 
you provide if performers are struggling during practice? 

Evaluation How will you assess performance mastery? What does successful performance 
look like? What will you do if performers cannot successfully complete the 
performance? 

Delivery 
System(s) 

What media/materials will you use to deliver the training module? Describe when 
and how each media/material will be used (e.g., PowerPoint will be used to deliver 
instruction; role play scenarios will be used for practice). 

	



Appendix D 

Feedback Guide 

Type What is it?  When should I use it? 

Vocal Delivering vocal feedback about performance to 
the supervisee 

After a performance, in situ or in 
a meeting 

Written Providing supervisee with notes from 
observations 

After a performance or in a 
meeting 

Modeled Modeling the correct behavior for supervisee After or before a performance 

Video Showing the supervisee a video of his or her 
performance (typically includes vocal feedback 
and a self-check) 

In a meeting 

Graphic Providing the supervisee with a graphic display 
of their performance  

In a meeting 

Self- Monitored Providing the supervisee with a self-check 
system to monitor their own performance 

During or just after performance 

Formal Providing feedback in a structured manner In a meeting 

Informal Providing feedback in the moment In situ, during observation 

	



Appendix E 

Supervision Feedback and Goal Setting Form 

Supervisee: 

     

  Supervisor: 

     

 
 
Setting: 

     

 Date: 

     

 Time: 

     

 
 
 
Job Performance: 

Current Level:  
 

No/limited 
knowledge   

Have done w/ 
coaching    

Have done w/o 
coaching 

Have coached 
others 

 
 
Feedback: 

     

 
Goals: 
 

Train       Generalize       Monitor      Lead/train others 
 
Action Plan: 

     

 
 
 
Job Performance: 

Current Level:  
 

No/limited 
knowledge   

Have done w/ 
coaching    

Have done w/o 
coaching 

Have coached 
others 

 
 
Feedback: 

     

 
Goals: 
 

Train       Generalize       Monitor      Lead/train others 
 
Action Plan: 

 
 
 
 
 
 
 



Job Performance: 
Current Level:  
 

No/limited 
knowledge   

Have done w/ 
coaching    

Have done w/o 
coaching 

Have coached 
others 

 
 
Feedback: 

     

 
Goals: 
 

Train       Generalize       Monitor      Lead/train others 
 
Action Plan: 

     

 
 
 
Professionalism (timeliness, completion of work, attire)/Ethics (BACB Guidelines for 
Responsible Conduct)  

Strengths: 
 

     

 
 
Suggestions: 
 

     

 
 

General Comments: 

     

 
 
 
 
 
 
 
Next Focus (indicate 1-3 areas for the student to concentrate on for their next supervision 
meeting): 

 
1. 

 
 
 
2. 

 
 
 
3.
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Abstract The Behavior Analysis Certification Board con-
tinues to increase the standards for supervision of trainees,
which is needed in order for the field to continually improve.
However, this presents a challenge for organizations to meet
the needs of both their clients and their supervisees based on
these increasing standards. Throughout the ages, experts in all
trades have passed along their knowledge and skill through
apprenticeship opportunities. An apprenticeship supervision
model is described that allows Board Certified Behavior
Analysts to supervise future behavior analysts by mentoring,
educating, and training supervisees on the science of human
behavior in a format that is mutually beneficial. This innova-
tive supervision model is discussed as it applies to an applied
behavior analysis human service organization with the goal of
creating a system that results in high-quality supervision in a
cost-effective manner while providing maximal learning for
the supervisee. The organization’s previous supervision diffi-
culties are described prior to implementing the apprenticeship

supervision model, and the benefits of developing and using
the apprenticeship supervision model are outlined.

Keywords Applied behavior analysis . Behavior Analysis
Certification Board . Board Certified Behavior Analyst .

Autism . Apprenticeship supervisionmodel

The prevalence of autism continues to rise, with estimates as
high as one in 38 individuals with a diagnosis of autismworld-
wide (Reagon, 2016). These astonishing rates have resulted in
a continual increasing need for behavior analyst practitioners
specifically trained to work with individuals on the autism
spectrum. Although the number of Board Certified Behavior
Analyst (BCBA®) certificants across the world has substan-
tially increased in recent years, with 1817 new BCBAs in
2012 and a rise to 3185 new BCBAs in 2014 (a 75 % increase
in 2 years), there continues to be a need for additional BCBAs
to support the growing autism population as well as those with
pediatric behavior disorders, traumatic brain injury, and men-
tal health disorders. These are all areas which have an increas-
ing need for behavior analytic services (Courtney, McKee,
Woolf, Ross, & Zarcone, 2016). In 2015, it was estimated that
75,000 BCBAs were needed in order to support the growing
need for behavior analytic services. However, there were a
total of 19,795 BCBA certificants (Carr, 2016). This is a def-
icit of over 55,000 BCBAs. Because of this deficit, now more
than ever, it is extremely important to identify quality training
systems that produce exceptional BCBA practitioners.

New professionals seeking board certification as a behavior
analyst are needed to work with the underserved autism and
developmental disability population. Experience with autism
was listed as the most frequently cited skill demanded by
employers seeking behavior analysts in 2014. The need for
autism experience, as indicated in job postings, increased from
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43 % in 2012 to 53 % in 2014. Additionally, experience with
autism was cited as the most commonly requested skill of
behavior analysts in the top three major industries of
healthcare, education, and social assistance (Burning Glass
Technologies, 2015). As a result, it is essential for the
behavior-analytic organization to identify effective supervi-
sion practices for these individuals, because the development
of skilled BCBAs with experience with autismwill be directly
beneficial to the organization and to the community at large in
order to provide future behavior-analytic services.

Recently, Sellers, Valentine, and LeBlanc (2016) and
Turner, Fischer, and Luiselli (2016) recommended many ben-
eficial supervisor practice guidelines when providing supervi-
sion within the field of ABA. These guidelines are recom-
mended in an attempt to streamline the supervision practices
of BCBAs working in human service agencies, as it is typi-
cally uncommon for a BCBA to receive specific training re-
garding how to provide effective supervision that results in the
competency of a new BCBA. These references focus on iden-
tifying key behaviors the supervisor should engage in to pro-
duce quality learning opportunities for a supervisee. This ar-
ticle assumes that the supervisor has acquired the skill set
described by Sellers et al. (2016) and Turner et al. (2016).
This article adds to the knowledge base of practicing behavior
analysts by identifying a workable system of supervision and
demonstrating how an organization can utilize its supervisors
and supervisees optimally to produce quality supervision.
Sellers et al. recommend five practice guidelines which in-
clude establishing the relationship, establishing the content
of supervision and how competence will be evaluated, evalu-
ating the effects of supervision, incorporating ethics, and con-
tinuing the professional relationship after certification. Turner
et al. provide suggestions for how to successfully implement
competency-based supervision to include how to set the occa-
sion for collaborative supervision, how to conduct a baseline
assessment of trainee skills, how to teach and promote skills,
how to develop problem solving and decision making, how to
deliver performance feedback, and how to evaluate the out-
comes of supervision. The purpose of this article is to present
an apprenticeship model of supervision for which an organi-
zation can adopt that will allow its BCBAs to successfully
supervise future behavior analysts. Within this apprenticeship
supervisionmodel, a supervisor is able tomentor, educate, and
train supervisee employees on the application of behavior
analysis while the supervisee acts as the novice who is learn-
ing the skill set required to provide effective behavior-analytic
services by her supervisor, the experienced BCBA. The
BCBA supervisor instructs, models, and provides feedback
to the supervisee, creating continuous learning opportunities
in order to shape a repertoire of effective clinical oversight.
The apprenticeship supervision model will be described as a
process used to improve a behavior-analytic organization that
was experiencing an increase in need for effective supervision

practices from employees seeking board certification. The
goal was to create an innovative model that meets the super-
vision standards in a cost-effective manner, while still provid-
ing maximal learning for the supervisee.

The leadership of the behavior-analytic organization
should support shaping the repertoires of future behavior an-
alysts whom it employs, because this falls in line with the
purpose of the Behavior Analysis Certification Board
(BACB®) certification effort, as described by Shook and
Favell. The authors stated that BThis BACB certification effort
was intended to (a) provide consumers with a basic credential
that identified a qualified behavior analysis practitioner, (b)
increase the quality of behavior analysis services available to
the consumer, and (c) increase the amount of behavior analy-
sis services available^ (Shook & Favell, 2008, p. 44). For this
reason, the leadership team at the behavior-analytic organiza-
tion is likely enthusiastic about the possibility of hiring staff
members who have an interest in working toward board cer-
tification. However, the responsibility of providing the field-
work supervision to supervisees can be cumbersome, as it
requires time, energy, and creativity on the part of the
BCBA supervisor, which could result in a shift of focus away
from the progress and continued development of their clients
with autism. Despite the effort associated with good supervi-
sion, the leadership team at a behavior-analytic organization
should be committed to developing a successful and mutually
beneficial supervision model in line with Shook, Johnston,
and Mellinchamp’s (2004) notion that every certificant should
positively represent behavior analysis due to the fact that each
new interaction is an opportunity to impact and support the
field of behavior analysis.

The Behavior-Analytic Professional Organization

The behavior-analytic professional organization that is de-
scribed is a non-profit organization in the Midwest which
has provided applied behavior analysis (ABA) services to in-
dividuals on the autism spectrum since 2002. The organization
provides services in a state with an autism mandate that has
been in existence since 2001. At the writing of this article, B44
states have passed insurance mandates that require most com-
mercial health plans to pay for the diagnosis and treatment of
children with autism^ (BStudy suggests insurance mandates,^
2016). Through the use of the state autism mandate, the orga-
nization provides services to approximately 140 individuals
on the autism spectrum, ranging in age from 2 to 25 years,
across seven different center or home-based programswithin a
single state. The organization uses 12 funding sources to bill
for ABA services, which includes 10 insurance companies,
Medicaid, and school corporations.

The organization employs approximately 230 individuals,
of which 115 of 130 direct-line technicians are Registered
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Behavior Technicians (RBT™, a paraprofessional category)
through the BACB, and 30 are certified as either a BCBA-D™
(i.e., have a doctoral degree), a BCBA, or a BCaBA (i.e.,
Board Certified Assistant Behavior Analysts®). The 30
certificants encompass the clinical structure of the organiza-
tion, which consists of a single BCBA-certified chief opera-
tions officer who supervises and works closely with two
BCBA-certified clinical directors. The two clinical directors
oversee seven assistant clinical directors, who are the lead
BCBAs overseeing their designated programs. Each assistant
clinical director oversees approximately three BCBAs. Those
BCBAs are each assigned to the oversight and development of
the programming of a caseload of individuals on the autism
spectrum (Fig. 1).

History Within the Organization of BCBA
Supervision and Supervision Difficulties

Since 2012, the behavior-analytic professional organization
has provided BCBA supervision to 37 employees. The num-
ber of new supervisees in 2012 was seven, the total number of
supervisees in 2013 was five (including three new
supervisees), the total number of supervisees in 2014 was 10
(including eight new supervisees), the total number of
supervisees in 2015 was 18 (including 12 new supervisees),
and the projected total number of supervisees in 2016 is 23
(including seven new supervisees). These numbers show an
increasing trend in the number of employees seeking supervi-
sion, which supports the need for a systematic and efficient
supervision model (Fig. 2).

Of the 37 employees who have received BCBA supervi-
sion over the past 5 years, 23 continue to work toward board

certification by accumulating supervision hours, and five have
become board certified and are full-time employees of the
organization. The remaining nine supervisees have either
moved into non-clinical roles within the organization which
do not require board certification, failed to pass the BCBA
exam, and are preparing to retake the exam while continuing
employment with the organization, or have moved on to other
employment opportunities.

In an attempt to provide BCBA supervision to its em-
ployees, the organization has experienced difficulties that
many other organizations may have experienced as well.
These challenges have consisted of (a) inconsistency with
the type of learning opportunities provided to the supervisee;
(b) the amount of time and effort associated with supervision
for the BCBA supervisor, which has pulled that supervisor
away from her typical work responsibilities; (c) lack of oppor-
tunity for supervisees to accumulate indirect supervision
hours; and (d) low number of supervisees advancing to
BCBA positions within the organization.

Inconsistency of Learning Opportunities

Historically, some supervisors provided more or less academ-
ically related learning opportunities to their supervisees than
others, likely based upon their own personal interest and mo-
tivation. This is in contrast to providing learning opportunities
more focused on the nature of the applied setting as it relates to
the progress of individuals being served. Although the acqui-
sition and mastery of behavior-analytic principles and con-
cepts is extremely important, the context in which that infor-
mation is acquired is arguably more appropriate through an
academic setting than through supervision in an applied

Fig. 1 Organization chart
hierarchy of certifiants, BCBA
apprentices, and technicians. The
organization includes 7 Assistant
Clinical Director’s with an
accompanying number of
BCBA’s, BCBA apprentices,
and ABA technicians
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setting. An example of inconsistency of learning opportunities
in an applied setting is if one supervisor is particularly moti-
vated for her supervisee to master the discrimination between
radical and methodological behaviorism while another super-
visor is particularly interested in having her supervisee master
differences between the experimental analysis of behavior and
the conceptual analysis of behavior. Acquiring an understand-
ing of both is beneficial; however, the outcome is having two
supervisees with varying degrees of emphasis on certain be-
havioral concepts. Additionally, although the mastery of these
two different behavioral concepts are important, it is not nec-
essary for a supervisee to have those particular discriminations
mastered in order to succeed in providing services in an ap-
plied setting. Arguably, it is more beneficial for those concepts
to be acquired in an academic setting through university
coursework.

Supervisor Responsibilities

Providing high-quality, intensive learning opportunities re-
garding the concepts of behavior analysis requires a great deal
of time and effort that a practicing BCBAwill likely not have
allotted within her work day. Most BCBA practitioners are
focused, as their name implies, on practicing behavior-
analytic skills rather than teaching others to implement those
skills. Contrastingly, graduate instructors in a university set-
ting are optimally equipped to provide supervisees with
knowledge associated with the history of behavior analysis,
the foundational principles of behavior analysis, and the scope
of behavior-analytic principles across a variety of settings and
populations through course lectures and discussions, assign-
ments pertaining to specific learning objectives, and quizzes
and exams to test for competency. An applied setting is more
appropriate for supervision consisting of application of the
concepts of behavior analysis, rather than initially learning
the concepts themselves. An applied setting is optimally
equipped to take what supervisees know about behavioral

principles and teach them how to implement that knowledge
in a meaningful way. Essentially, supervisees should receive
training on behavior-analytic concepts in their coursework
and receive training on practical and applied clinical skills in
an applied setting, oftentimes as an employee. The notion of
supervising in this fashion was supported by Shook et al.
(2004) who indicated that the nuances of learning the science
of behavior were better acquired as a student in an academic
setting versus as an employee in a clinical setting.

There is an art to behavioral application that a supervisee
can only learn from a master practitioner (Friman, 2015). The
roles of the university setting and the applied field experience
are complimentary, thusmaking it necessary for supervisors in
the applied setting to spend very little timewith supervisees on
theories of behavior analysis and the vast majority of time on
practice-related issues. For example, Friman (2015) notes that
an experienced practitioner encompass the skill set required to
gracefully begin a treatment session by greeting the client in a
socially appropriate manner, which is a set of behaviors en-
tirely necessary to succeed in the applied setting but that can-
not be taught to mastery within the content of university
coursework.

Lack of Opportunity for Supervisees to Accumulate
Indirect Supervision Hours

Supervisees tend to hold full-time positions as direct imple-
menters within the behavior-analytic organization. As of the
writing of this article, 85 % of the organization’s employees in
the direct implementer role conduct therapy with individuals
on a full-time basis, approximately 40 h per week. The 15 %
of full-time employees that do not conduct therapy on a full-
time basis provide support to a BCBA for half of their day.

Historically within the organization, the way in which
supervisees could accumulate supervision hours was not sys-
tematic. Some supervisees happened to hold one of these rare
BCBA support positions that nicely allowed for both direct
implementation and other supervision activities to occur. On
the other hand, other supervisees held positions that required
the implementation of full-time therapy, therefore not
allowing for other supervision opportunities. This does not
meet the criteria identified by the BACB in the Experience
Standards, which state Bdirect implementation of behavior
programs may not count for more than 50 % of the total
accrued experience hours^ (BACB, 2015, p. 3).

Low Number of Supervisees Advancing to BCBA
Positions

Of 37 employees for whom the organization has provid-
ed supervision over the past 5 years, five are currently
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Fig. 2 Summary of the number of supervisees who received supervision
from the organization from 2012 through the present
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employed by the organization as BCBAs. Based on this
information, it is projected that only 14 % of the
supervisees the organization provides supervision to will
transition into BCBA positions after their supervision is
completed. Additionally, only 39 % of the supervisees
within the organization held positions that would allow
for comprehensive supervised independent fieldwork ex-
periences consisting of both direct and indirect imple-
mentation. Clearly, the previous supervision model was
not effective, as it would have been more beneficial for
the organization and its clientele for a much larger per-
centage of supervisees to have received supervision and
transitioned into BCBA roles.

Resolution of Difficulties

Because of the difficulties previously identified, the leadership
of the organization determined that it was necessary to devel-
op a new supervision model. One of the goals of the new
BCBA supervision structure was to identify a system that
would utilize typical oversight activities, while still meeting
the BACB’s supervision requirements and standards. As a
result, an apprenticeship model was developed and
implemented.

The Organization’s Model for Meeting BACB
Supervision Requirements

The BACB requires four areas of completion in order to be-
come a BCBA:

1. Completion of a minimum of a graduate degree.
2. Completion of coursework.
3. Completion of experience, in compliance with experience

standards.
4. Passing an examination (BACB, n.d.).

The completion of experience, in compliance with
experience standards, is the only area that the organiza-
tion provides as structured support for its supervisees.
The other required components are responsibilities of
the supervisee to complete independent of the organiza-
tion, through their graduate university or through addi-
tional supplemental supports. The organization’s struc-
ture allows for the Bsupervised independent fieldwork^
experience option for supervisees rather than the practi-
cum or intensive practicum experience options. The su-
pervised independent fieldwork option will be the op-
tion described throughout this article.

The Apprenticeship Model

The organization’s goal is to provide training and oversight to
its supervisees so that those supervisees become competent in
working with the autism population in center-based and
home-based settings. Because an individual working toward
becoming a BCBAwill likely be exposed to a very compre-
hensive set of information regarding different populations and
areas of work through their coursework, the organization
seeks to train its supervisees to be an expert solely with indi-
viduals on the autism spectrum. In order to be successful as an
expert in a particular area, a supervisee must receive training
that is specialized. Under Section 1.02 of the Professional and
Ethical Compliance Code for Behavior Analysts (BACB,
2014), BCBAs must teach to that specificity.

For that reason, the organization uses an apprenticeship
model, wherein its supervisees become experts with the au-
tism population by shadowing and purposefully learning the
BCBA role in autism-specific programming by applying be-
havior analytic principles to skill acceleration and behavior
deceleration objectives. This supervision system has an em-
phasis on application of behavior principles and places less
emphasis on the mastery of terminology; however, the
supervisee is expected to speak behaviorally when interacting
with other BCBAs.

The organization supports and encourages its supervisees
to seek quality academic graduate training in a university set-
ting rather than relying solely on learning the breadth of be-
havior analysis from an applied setting only. Supervisees have
resources readily available to them which provide information
regarding appropriate academic programs, such as the
Behavior Analysis Accreditation Board (BAAB) of the
Association for Behavior Analysis International (ABAI),
which accredits programs Bthat encourage, support, and rec-
ognize exemplary training of behavior scientists and scientist-
practitioners^ (BAAB/ABAI, 2016, p. 4), as well as the
BACB, which approves course sequences that have been
identified to be adequate in disseminating information about
the core behavior-analytic practices (BACB, n.d.). An ideal
model for a supervisee is to work toward becoming a scientist-
practitioner, for which the scientist repertoire is developed
within the university to Bclearly emphasize ABA’s grounding
within a technological, analytic, and conceptually systematic
framework in which ‘knowledge creation’ is defined by em-
pirical research^ (Dixon, Reed, Smith, Belisle, & Jackson,
2015, p. 8, referring to Baer, Wolfe, & Risley, 1968), whereas
the practitioner repertoire is developed within the practicum
setting. Although the scientist and the practitioner repertoires
are established in two different settings, the organization’s
clinical team encourages supervisees to practice scientifically
so that the two repertoires are blended in order to most effec-
tively evaluate assessment and treatment procedures based on
the analysis of data.
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This apprenticeship supervision model aims to shape
supervisees into becoming exceptional BCBA autism practi-
tioners. Critchfield (2015) indicated that a successful practi-
tioner is identified by the success of her clients. Therefore, in
order to allow supervisees to become exceptional practitioners
who consistently work toward success and progress with their
clients, the organization’s training is designed to be even more
specialized by assigning the supervisees to one of three age
ranges: early learner (diagnosis through age six), adolescent
learner (age seven through age 12), or teenage/adult learner
(age 13 through age 25 and older). Supervisees have the op-
portunity to learn the details of providing ABA services to this
specific age group through a variety of Bperformance based
competencies.^ These performance-based competencies con-
sist of navigating the insurance funding process, mastering
treatment plan writing, learning how to transition clients from
home or center-based settings to school or employment set-
tings as appropriate, learning to develop goals and write treat-
ment plans for that age range under the direction of a BCBA,
learning to identify problems in current programming and
systematically looking for answers, and learning to train tech-
nicians to improve in their therapy implementation skills. On
average, a supervisee typically spends approximately 15 h per
week face-to-face with clients, 20 h per week engaged with
indirect activities such as writing goals and treatment plans,
and 5 h per week training technicians and providing feedback
on ABA therapy implementation. Contrastingly, a supervisor
will spend approximately 30 h per week face-to-face with
clients in order to provide the appropriate clinical support
required for a caseload of approximately 7–8 clients. The su-
pervisor will spend the ten remaining hours of her week en-
gaged in a combination of indirect tasks (similar to those men-
tioned for the supervisee) and training of technicians. A
supervisee and her supervisor will typically overlap for ap-
proximately 5 h per week on any combination of the afore-
mentioned tasks, which is time spent for the supervisor to train
the supervisee as her apprentice.

BCBA Apprentice

Within the framework of this apprenticeship supervision mod-
el, the organization’s leadership team developed a highly com-
petitive position specifically for the development of
supervisees, known as a BCBA Apprentice (and different
from a BCaBA). The minimum requirements to qualify for
this role are enrollment in graduate-level applied behavior
analysis courses. Preferred experiences include the comple-
tion of 750 direct hours of ABA therapy implementation over-
seen by a BCBA (Table 1).

The job responsibilities of a BCBA Apprentice consist of
supervision activities in accordance with BACB guidelines
such as designing behavioral programs, naturalistic

observation, staff and caregiver training, researching the liter-
ature related to an individual’s program, and conducting ac-
quisition and deceleration assessments (see Appendix A for
the BCBA Apprentice job description). Through this supervi-
sion, the supervisor shapes behavioral case conceptualization,
problem-solving, and decision-making repertoires for the
supervisee while also modeling technical, professional, and
ethical behavior. Delivery of performance feedback is con-
ducted monthly in a systematic fashion.

The organization has a limited number of BCBA
Apprentice positions available. This number is dependent on
the total number of BCBAs within the organization, where
one BCBA Apprentice is designated to assist every BCBA
within the organization. The BCBA Apprentice position is
non-billable; therefore, the organization is not compensated
for the time the individuals in this position spend with their
clients, which is quite costly. However, the development of the
BCBA Apprentice position is advantageous because it not
only allows for exemplary training opportunities for the future
BCBA, but also allows the supervising BCBA to focus more
on the direct, face-to-face supervision responsibilities of addi-
tional clients. These face-to-face responsibilities include ob-
serving treatment implementation by an ABA technician and
potentially making recommendations regarding program revi-
sion, monitoring treatment integrity, and training ABA tech-
nicians and/or client caregivers to implement treatment pro-
grams (BACB, 2014).

Many funding sources are no longer allowing BCBAs to
bill for work done indirectly with each client on their cases, for
example, writing treatment plans, writing assessments, devel-
oping skill acquisition programs, and developing behavior
reduction interventions. Shifting these indirect clinical respon-
sibilities to the BCBA Apprentice, with the BCBA’s supervi-
sion and guidance, allows for making the BCBA’s caseload
larger. By the standards of the organization, without a BCBA
Apprentice, a BCBA could reasonably provide clinical over-
sight to approximately five clients, receiving comprehensive
treatment, which equated to 20 h of direct clinical oversight
and 20 h of indirect clinical oversight per week. With the
addition of a BCBAApprentice, a BCBA can provide clinical
oversight to seven to eight clients, which is the equivalent to
approximately 30 h of direct clinical oversight per week.
Although each BCBA is responsible for ten additional hours
of direct supervision per week with the apprenticeship model,
the quality of services provided to the clients remains high due
to the addition of an apprentice who is well-educated in be-
havior analysis and who is also responsible for client progress
and successful outcomes. This model is financially beneficial
to the organization because it requires hiring fewer highly
compensated BCBAs to perform tasks that can be completed
by others, while simultaneously maintaining high-quality ser-
vices for each client because the BCBA can still oversee the
tasks that are completed. The addition of two to three
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additional clients on each BCBA’s caseload results in a finan-
cial benefit to the organization of $475,000 to $500,000 an-
nually. The model is similar to a doctor’s office wherein a
medical assistant checks patients in, takes a patient’s blood
pressure, weight, and medical history prior to the doctor’s
visit. A BCBA Apprentice is eligible to remain in the position
through the duration of her supervision. The supervisee can
remain in the position for 2 years, or until she attempts to pass
the BCBA exam twice.

A challenge associated with this model is that typically
there are not an equivalent number of employees seeking su-
pervision as there are BCBAs within the organization. This
imbalance can cause problems, both when the number of
supervisees exceeds the number of BCBAs, and when the
number of supervisees is less than the number of BCBAs. If
there are fewer supervisees interested in receiving indirect
supervision hours than there are BCBA Apprentice positions
available, then instead of assigning a BCBAApprentice to the
BCBA, a Temporary Assistant would be assigned to assist the
BCBA instead. The difference between a BCBA Apprentice
and a Temporary Apprentice is that a BCBA Apprentice is
working toward becoming a BCBA and a Temporary
Apprentice is not working toward becoming a BCBA (see
Appendix B for a full Temporary Apprentice job
description). If an equally qualified candidate becomes avail-
able who is pursuing board certification, then the Temporary
Assistant will be asked to step down and fulfill full-time ther-
apy duties.

If there are more supervisees interested in receiving indirect
supervision hours than there are BCBA Apprentice positions
available, then that supervisee can accrue up to 750 direct
supervision hours, 50 % of the total number of supervision
hours required (per BACB standards), by implementing ABA
therapy. If the supervisee has already accrued 750 direct im-
plementation supervision hours, then the supervisee must wait
for a BCBA Apprentice position to become available in order
to begin accumulating indirect supervision hours. This can
become a problem for the organization because some staff in
need of supervision may choose not to wait for an open posi-
tion and instead opt to leave the organization. At this point
within the supervision process, supervisees are free to resign
from their position within the organization at no penalty if
they wish to do so. However, there are some safeguards
outlined in the organization’s supervision agreement to

prevent supervisees from leaving the organization once they
have obtained all of their supervised hours. The precautions
outlined in the agreement state that BIf the supervisee does not
remain employed by the organization for one additional year
following completion of all supervised experience hours, then
the supervisee must promptly reimburse the organization for
each hour they were directly supervised by a BCBA at a rate
of $75.00 per hour.^ As of the writing of this article, this has
not been an issue.

Preparing for Supervision Prior to beginning supervised in-
dependent fieldwork, the supervisee and the supervisor must
sign and agree to the supervision contract designed by the
organization under legal representation (see Appendix C for
the organization’s supervision contract). Additional criteria
required by the supervisee to begin supervision include the
following:

1. Providing verification of current enrollment in behavior-
analytic coursework.

2. Becoming credentialed as an RBT.
3. Providing verification of the completion of the BACB

experience standard training module.

Supervised Independent Fieldwork Hours The organiza-
tion commits to providing supervision for a minimum of 15
fieldwork hours per week, while the BACB allows for
up to 30 h of supervised fieldwork per week. The or-
ganization sets the expectation at 15 h per week be-
cause this results in one and a half supervision hours
every 2 weeks for the supervising BCBA, which is an
amount that fits well within the clinical organizational
model of oversight and supervision of staff. The super-
visory period identified by the BACB is 2 weeks. As a
result, the supervisee accumulates a total of 30 supervi-
sion hours during that 2-week period (15 h in week 1
and 15 h in week 2). The BACB also identifies that a
supervisor must directly supervise 5 % of accumulated
fieldwork hours; therefore, the total supervision hours
required in a 2-week period for a supervisee who has
accumulated 30 h is one and a half hours (which is 5 %
of 30 h) or 0.75 h every week (5 % of 15 h).

Table 1 Summary of
comparison between supervision
of direct implementation
responsibilities and supervision of
BCBA Apprentice
responsibilities

Direct implementation BCBA Apprentice

Year 1 Year 2

First 750 h of supervision Second 750 h of supervision

Unlimited number of supervisees A limited number of competitive positions

Direct implementation of ABA therapy with clients Assisting a BCBAwith client and technician oversight

Receive monthly feedback Receive monthly feedback
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Independent Fieldwork Experience Hours The BACB ex-
perience standards require 1500 h of supervised independent
field work in behavior analysis. For a full-time employee of
the organization, this translates to approximately 2 years of
supervision. In order to obtain a broad set of experiences, the
organization divides a supervisee’s 1500 h into three
components.

Year 1: Direct Implementation The BACB has identified
that a supervisee can accumulate half of their supervision
hours through direct therapy implementation. As a result,
within the organization’s model, supervisees must have a min-
imum of 750 h of direct implementation as a technician, ro-
tating through working with a variety of clients every couple
of months, in order to ensure that a robust experience is
achieved.

The organization is able to provide direct supervision to an
unlimited number of technicians due to the organization’s
structure of clinical oversight. Supervisors are already natural-
ly observing the implementation of therapy through their clin-
ical supervision responsibilities; therefore, they are also able
to provide feedback relating to the BACB Task List for tech-
nicians who are pursing board certification. Forty-five mi-
nutes of direct observation of the supervisee are provided by
the supervisor each week, for a total of one and a half super-
visory hours within a 2-week period. During the 45 min of
supervision each week, the supervisor monitors the
supervisee’s skill of directly implementing ABA therapy with
a client on the autism spectrum. The specific areas that are
monitored consist of (a) learner focused competencies, which
assesses the supervisees’ ability to maintain the client’s digni-
ty and keep the client safe in all situations; (b) data collection
competencies, which assesses the supervisee’s ability to im-
mediately and accurately record all necessary data regarding
client progress; (c) maladaptive behavior competencies,
which monitors the supervisee’s ability to accurately imple-
ment the strategies outlined for client goals pertaining to the
decrease of maladaptive behavior; (d) reinforcement
competencies, which assesses the supervisee’s ability to deliv-
er reinforcement within the guidelines identified for the client;
and (e) teaching competencies, which assesses the
supervisee’s ability to deliver instructions and provide
prompts appropriate for the client (see Appendix D for the
Technician Observation Form).

Multiple supervisors tend to supervise technicians due to
the way technicians are typically assigned to provide services
to at least two clients at any given time, and each client may
have a different supervising BCBA (a technician will often
have one session with a client in the morning and a second
session with a different client in the afternoon). The BACB
encourages supervision from multiple supervisors as an addi-
tional measure to ensure a robust supervision experience. As a
result, supervisees receive supervision hours from multiple

supervisors and receive monthly performance feedback in a
systematic fashion via a performance scorecard. The monthly
performance feedback system was developed by the organi-
zation in collaboration with Aubrey Daniels International©,
wherein pinpoints were identified that encompassed the re-
quirements for a supervisee conducting direct implementation
of ABA therapy with a client. Those requirements consist of
the following: (a) meeting scores within a range for therapy
implementation observed by a supervisor; (b) meeting the
criteria for insurance billing paperwork submitted on time;
(c) meeting all professionalism criteria during interactions
with clients, parents, co-workers, and supervisors; (d) meeting
the organization’s policy for percentage of days present; and
(e) meeting the organization’s policy for percentage of days
arriving to work on time. Supervisors provide monthly feed-
back to supervisees on each of the areas listed above, which
includes reinforcement for meeting or exceeding expectations
and coaching in areas that require improvement (see
Appendix E for the technician performance scorecard).

Year 2: BCBA Apprentice The second 750 h of supervision
are reserved for a few highly competitive BCBA Apprentice
positions for supervisees who have completed at least 750 h of
direct therapy implementation with clients and who have dem-
onstrated competencywith therapy implementation skills. The
purpose of this portion of supervision is for the supervisee to
become fluent with the responsibilities of a BCBA by
assisting one’s supervisor with her daily responsibilities of
client and technician oversight. Delivery of performance feed-
back is conducted monthly in a systematic fashion using the
same process as described above. However, as a BCBA
Apprentice, the pinpointed requirements are adjusted to in-
clude higher expectations including the following: (a)
assisting one’s supervisor with the clinical oversight of clients,
(b) assisting one’s supervisor with monitoring the perfor-
mance of technicians, (c) assisting one’s supervisor with the
development and creation of client treatment plans, (d)
assisting one’s supervisor with ensuring clients meet goals
identified in treatment plans, (e)meeting the organization’s
policy for percentage of days present, and (f) meeting the
organization’s policy for percentage of days arriving to work
on time (see Appendix F for the BCBA Apprentice
performance scorecard).

Supervision during the BCBA Apprentice portion of the
supervision process typically occurs in three different ways.
The first form of supervision consists of one 30-min
supervisee/supervisor meeting each week. The purpose of this
supervision meeting is to review the completion of the
supervisee’s behavior analytic tasks related to their learners,
to review the supervisee’s creation of data sheets, behavior
guidelines, programs, and to discuss future objectives for each
learner. The second form of supervision consists of one 30-
min supervisee/supervisor learner observation each week.
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During this dual observation, the supervisee conducts an ob-
servation of the therapy provided by the technician with the
client, and the supervisor provides feedback to the supervisee
regarding her observation style and learning opportunities
provided to the technician. The third form of supervision con-
sists of one, hour-long team meeting at least every other week
where the supervisor facilitates a meeting with all members of
a client’s team with assistance from the supervisee.

Small Group Supervision This supervision is conducted in
the form of monthly staff trainings and monthly journal club
discussions. During the staff training, supervisees are required
to actively participate in a training facilitated by a BCBA on a
relevant clinical topic. The training topic varies depending on
the relevant clinical training needs from 1 month to another.
For journal club discussions, supervisees are required to ac-
tively participate in reading and discussing a behavior-analytic
journal article and facilitate the journal discussion on a rotat-
ing basis with other supervisees. This experience aids in es-
tablishing public speaking skills and staff training. Unlike the
other forms of supervision (direct implementation and BCBA
Apprentice duties), time and effort from a BCBA are required
to develop the trainings and prepare for the journal
discussions.

Conclusion

Prior to the apprenticeship supervision model, the organiza-
tion had 39 % of its supervisees in positions that would allow
for comprehensive supervised independent fieldwork experi-
ences consisting of both direct and indirect implementation.
As a result of the new supervision model, 83 % of supervisees
are in BCBA Apprentice positions, which allows for more
comprehensive supervision experiences.

The four reasons cited by the organization for restructuring
the supervision model were as follows:

1. Inconsistent learning opportunities for the supervisee re-
garding behavior-analytic concepts.

2. The effort associated with the supervisor in providing
supervision.

3. The lack of indirect experience hours available to the
supervisees.

4. The low number of supervisees who continued on as
BCBAs within the organization at the conclusion of their
supervision.

The apprenticeship supervision model helps to significant-
ly remediate these problems in the following four ways. First,
because the supervisor’s objective is to provide the supervisee
with applied learning opportunities that put concepts into
practice, rather than focusing on teaching the initial

acquisition of concepts and terminology, the supervisee no
longer receives inconsistent learning opportunities regarding
behavior-analytic concepts. Second, the effort associated with
planning and preparing to supervise on the part of the super-
visor has dramatically decreased because the supervisees’
learning opportunities are directly related to the task of
shadowing and assisting the supervisor and learning in the
moment when new practical situations arise. As a result, prep-
aration time on the part of the supervisor has dramatically
decreased. Third, the previous supervision model did not typ-
ically allow for the development of skills such as acquisition
writing, programming, treatment plan writing, behavior decel-
eration programming, and data analysis. However, with the
execution of the apprenticeship supervision model, the
supervisee has the opportunity for submersion into indirect
tasks through the continuous modeling and oversight of their
supervising BCBA. Last, the apprenticeship model sets a
structure and framework for the organization’s supervisees
to gain the practical skills needed in order to transition into a
BCBA position within the organization in the future. There is
now a more clearly outlined path for clinical advancement
opportunities, which will help the organization maintain the
BCBAs which it cultivated.

Some additional important benefits that have resulted
from the implementation of the apprenticeship supervisor’s
model are an increased expertise in the oversight of each
client’s case, an increase in the number of clients for
whom the organization can provide services, an increase
in profit to the organization, and an increase in employee
satisfaction. This model creates an increase in expertise in
the oversight of each client’s case because, as described
previously, the BCBA Apprentice is a supervisee who is
enrolled in behavior analysis coursework; therefore, the
combined team of a supervisor (who is a BCBA) and a
supervisee (who is a future BCBA) is available to collab-
orate and brainstorm on each client’s case. Theoretically,
this results in increased progress for clients in comparison
to a model where a BCBA has a less skilled and educated
assistant, or no assistant at all. The second advantage to
the apprenticeship model is the ability to provide services
to a larger number of individuals on the autism spectrum.
Previous to the implementation of this model, the average
caseload of a BCBA within the organization was five
clients. With the application of this model, each BCBA
is equipped with the BCBA Apprentice who serves as
the resource needed to manage a caseload of eight clients.
As of the writing of this article, this increase in caseload
per BCBA results in the ability to enroll an additional 60
clients on the autism spectrum. The third additional advan-
tage to the apprenticeship model is the revenue generated
for the organization. The apprenticeship supervision model
generates a revenue of $25,000 per more BCBA than the
previous supervision model. This change in revenue is
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contributed to the increased caseload of 2.5 additional cli-
ents per BCBA. Based on the number of BCBAs who
currently hold a caseload of clients within the organization
(which at the writing of this article is 19 BCBAs), the
apprenticeship model results in additional revenue of
$475,000 annually. This equates to an additional cost sav-
ings of approximately $10,000 per client. For applied
practitioners, this is most relevant because it provides sus-
tainability to an organization and allows the opportunity to
provide services to the highest number of clients while
maintaining high quality. Last, the social validity of the
apprenticeship model is important to the organization;
therefore, BCBAs who hold a caseload of clients were
asked to rank their preference in providing supervision
through the BCBA Apprentice model in comparison to
the organization’s previous supervision model. Ninety-
four percent of BCBAs indicated preference for the ap-
prenticeship model of supervision.

One disadvantage associated with the apprenticeship
supervision model was in regard to feedback from the
supervisees themselves. Sixteen percent of supervisees
noted a preference for the previous supervision model
in comparison to the apprenticeship supervision model.
The reason identified was the prior emphasis on aca-
demic training regarding the principals of behavior in
comparison to the apprentice supervision model which
puts emphasis on training associated with day-to-day
practice as a BCBA and only highlights training on
principles of behavior as applicable to specific client
situations. An additional question worth pursuing would
have been the degree of satisfaction each supervisee had
with the academic knowledge they had gained from the
academic institution in which they were enrolled. The
desire for more academic training may be an indication
of the quality of each supervisee’s academic experience.
Despite this feedback, the vast number of advantages of
the apprenticeship supervisory model outweigh the orga-
nization’s previous model.

There is a growing need for experienced and expert BCBA
practitioners to work with individuals with autism. That in-
creased need for BCBAs has resulted in the necessity to iden-
tify high-quality and efficient supervisory models. The
strengths associated with the apprenticeship supervisory mod-
el contribute to benefits for clients, supervisees, and supervi-
sors; therefore, this is a recommended supervisory model for
ABA organizations.
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Appendix A  

BCBA Apprentice Job Description  

 
Position: BCBA Apprentice 
Reports to: BCBA  
Status: Hourly  
 
Little Star Center (LSC) provides year-round therapeutic intervention for children with autism 
based on the science of Applied Behavior Analysis (ABA). Little Star provides an atmosphere 
where children, technicians, and families can interact and support each other. Through 
oversight and evaluation of individual programs, Little Star can achieve its mission of ensuring 
that each child can reach their full potential at home and in a variety of settings outside of 
therapy. 

Summary: The BCBA Apprentice is responsible for assisting an assigned BCBA with indirect 
supervision tasks for a caseload of learners.  

RESPONSIBILITIES 
 

• Design, implement, and systematically monitor skill-acquisition and behavior reduction 
programs under the supervision of a BCBA 

• Assist the BCBA by researching the literature related to specific learners’ programs  
• Oversee the implementation of behavior-analytic programs by others  
• Assist the BCBA by conducting assessments related to the need for behavioral 

intervention (e.g., stimulus preference assessment, functional assessment, staff 
performance assessment) 

• Assist the BCBA by writing objectives to be tested for initial assessments and assisting 
with initial assessments in any other way needed  

• Analyze and summarize results of assessments and graphs results as needed 
• Write 6-month progress reports with supervision and guidance by the BCBA  
• Train, and design behavioral systems and performance management for, technicians  
• Conduct naturalistic observation of learners as directed by the BCBA  
• Provide staff and caregiver training 
• Meet with the supervising BCBA at least once per week to discuss learner progress and 

behavior analytic tasks that must be completed for each learner 
• Facilitate one team meeting for a learner every other week, with supervision and 

feedback from BCBA  
• Conduct approximately one learner observation per week by giving feedback and 

instruction to technicians, with supervision and feedback from BCBA  
• Write monthly goals for learners as directed by the BCBA  
• Create weekly acquisition sheets and update throughout the week as needed  
• Test the learners for skill generalization  
• Assist with the implementation of an assigned learner’s behavior deceleration plan, as 

needed  
• Analyze and graph learner data as directed by the BCBA  
• Create and update data sheets  
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• Be available to answer questions of technicians working on learners’ cases  
• Assist the BCBA with answering emails from parents  
• Follow up with the caregivers to ensure generalization of learner objectives  
• Check the learners’ acquisition books for accuracy regarding data collection  
• Create, prepare, and update acquisition program materials for learners  
• Make adjustments and updates to learners’ data sheets as skills meet criteria  
• Sort, scan, and shred data sheets  
• Cover technicians’ learners for breaks and lunches  
• Provides one-on-one therapy as needed  
• Assist supervising BCBA in any way needed 

 
MINIMUM REQUIREMENTS  

• Enrolled in graduate-level ABA courses, and actively working towards certification as a 
BCBA 

• One year of prior experience conducting ABA therapy with learners with autism  
 
PREFERED EXPERIENCES  

• Completion of a minimum of 750 direct hours of ABA therapy implementation overseen 
by a BCBA  

 

I have reviewed the above job description and feel I can fulfill the requirements of this position. 
 

Signature: ____________________________  Date: _______________________	
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Appendix B 

Temporary Apprentice Job Description 

 
 

Position: Temporary Apprentice 
Reports to: BCBA 
Status: Hourly  
 
Little Star Center (LSC) provides year-round therapeutic intervention for children with autism 
based on the science of applied behavior analysis (ABA). Little Star provides an atmosphere 
where children, technicians, and families can interact and support each other. Through 
oversight and evaluation of individual programs, Little Star can achieve its mission of ensuring 
that each child can reach their full potential at home and in a variety of settings outside of 
therapy. 

Summary: The Temporary Apprentice is responsible for assisting an assigned BCBA with 
indirect supervision tasks for a caseload of learners.  

RESPONSIBILITIES 
 

• Design, implement, and systematically monitor skill-acquisition and behavior reduction 
programs under the supervision of a BCBA 

• Assist the BCBA by researching the literature related to specific learners’ programs  
• Oversee the implementation of behavior-analytic programs by others  
• Assist the BCBA by conducting assessments related to the need for behavioral 

intervention (e.g., stimulus preference assessment, functional assessment, staff 
performance assessment) 

• Assist the BCBA by writing objectives to be tested for initial assessments and assisting 
with initial assessments in any other way needed  

• Analyzes and summarizes results of assessments and graphs results as needed 
• Writes 6-month progress reports with supervision and guidance by the BCBA  
• Train and design behavioral systems and performance management for technicians  
• Conduct naturalistic observation of learners as directed by the BCBA  
• Provide staff and caregiver training 
• Meet with the supervising BCBA at least once per week to discuss learner progress and 

behavior analytic tasks that must be completed for each learner 
• Facilitate one team meeting for a learner every other week, with supervision and 

feedback from BCBA  
• Conduct approximately one learner observation per week by giving feedback and 

instruction to technicians, with supervision and feedback from BCBA  
• Write monthly goals for learners as directed by the BCBA  
• Create weekly acquisition sheets and update throughout the week as needed  
• Test the learners for skill generalization  
• Assist with the implementation of an assigned learner’s behavior deceleration plan, as 

needed  
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• Analyze and graph learner data as directed by BCBA  
• Create and update data sheets  
• Make oneself available to answer questions of technicians working on learners’ cases  
• Assist the BCBA with answering emails from parents  
• Follow up with the caregivers to ensure generalization of learner objectives  
• Check the learner’s acquisition books for accuracy regarding data collection  
• Create, prepare and update acquisition program materials for learners  
• Make adjustments and updates to learner’s data sheets as skills meet criteria  
• Sort, scan, and shred data sheets  
• Cover technicians’ learners for breaks and lunches  
• Provides one-on-one therapy as needed  
• Assist supervising BCBA in any way needed 

 
MINIMUM REQUIREMENTS  

• One year of prior experience conducting ABA therapy with learners with autism  
 
PREFERED EXPERIENCES  

• Enrolled in graduate-level ABA courses, and actively working towards certification as a 
board certified behavior analyst (BCBA) 

• Completion of a minimum of 750 direct hours of ABA therapy implementation overseen 
by a BCBA  

 

I have reviewed the above job description and feel I can fulfill the requirements of this position. 

Signature: ____________________________  Date: _______________________	
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Appendix C 

Supervision Contract 

	

SUPERVISION	AGREEMENT	FOR	EMPLOYEE	

This	 Supervision	 Agreement	 For	 Employee	 (“Supervision	 Agreement”	 or	 “Agreement”)	 is	
entered	into	and	effective	the	___	day	of	_____________,	2015	(“Effective	Date”),	by	and	among	Little	
Star	 Center,	 Inc.	 (“LSC”),	 ______________________(“Supervisor”),	 and	 _______________	
(“Supervisee”)	(collectively,	the	“Parties”).		

1.	 Purpose.	 LSC	 is	 a	 non-profit	 organization,	 which	 provides	 in-home	 and	 center-
based	 applied	 behavior	 analysis	 (ABA)	 therapy	 to	 children,	 teens,	 and	 young	 adults	 with	 autism	 and	
offers	various	programs	to	those	persons	and	their	families.	 	LSC	employs	 independent	board	certified	
behavioral	analysts	(BCBAs)	who	deliver	ABA	services	to	LSC	clients.			

Supervisor	 is	 a	 BCBA	 employed	 by	 LSC.	 	 Supervisor	 has	 completed	 the	 necessary	 training	
requirements	 of	 the	 Behavioral	 Analyst	 Certification	 Board	 (BACB),	 including	 passing	 the	 online,	
competency-based	 training	 module	 on	 BACB	 experience	 standards	 and	 passing	 an	 8-hour	 post-
certification,	competency-based	training	on	effective	supervision.			

Supervisee	 is	 employed	 by	 LSC.	 	 Supervisee	 desires	 to	 receive	 supervision	 from	 Supervisor	 to	
accumulate	supervised	independent	fieldwork	hours	in	connection	with	becoming	certified	as	a	BCBA	or	
Board	Certified	Assistant	Behavior	Analyst	(BCaBA).			

Therefore,	 the	Parties	have	entered	 into	 this	Agreement	 for	 the	supervision	of	 the	delivery	of	
applied	behavior	analysis	 services	 including,	but	not	 limited	 to,	 the	 following	activities:	 (a)	 conducting	
assessment	activities	related	to	the	need	for	behavioral	interventions;	(b)	designing,	implementing,	and	
monitoring	 behavior	 analysis	 programs	 for	 clients;	 (c)	 overseeing	 the	 implementation	 of	 behavior	
analysis	programs	by	others;	(d)	training,	designing	behavioral	systems,	and	performance	management;	
(e)	 other	 activities	 normally	 performed	 by	 a	 behavior	 analyst	 that	 are	 directly	 related	 to	 behavior	
analysis,	which	LSC	will	determine	if	the	activities	qualify,	such	as	attending	planning	meetings	regarding	
the	behavior	analysis	program,	researching	the	literature	related	to	the	program,	talking	to	individuals	
about	the	program,	plus	any	additional	activities	related	to	oversight	of	behavioral	programming	such	as	
behavior	 analyst	 supervision	 issues,	 or	 evaluation	 of	 behavior	 analysts'	 performance,	 and;	 direct	
implementation	of	1:1	therapy,	not	to	exceed	seven	hundred	fifty	(750)	hours.				

	 The	 Parties	 agree	 that	 the	 responsibilities	 described	 in	 this	 Supervision	 Agreement	 will	 be	
carried	out	in	accordance	with	the	BACB’s	Guidelines	for	Responsible	Conduct	for	Behavior	Analysts	and	
Professional	Disciplinary	and	Ethical	Standards.		

2.	 Eligibility.	 Supervisee	is	eligible	to	receive	up	to	seven	hundred	fifty	(750)	hours	of	
experience	 for	 the	 1:1	 therapy	 Supervisee	 provides	 (“1:1	 Experience”),	 which	 is	 50%	 of	 the	 total	
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experience	hours	needed	 for	BCBA	certification	by	 the	BACB	at	a	 rate	of	 fifteen	 (15)	hours	per	week,	
resulting	in	the	total	accumulation	of	those	hours	within	one	(1)	year.			

	

Supervisee	may	 be	 eligible	 to	 receive	 the	 additional	 seven	 hundred	 fifty	 (750)	 hours	 of	 non-
direct	implementation	experience	(“Non-Direct	Experience”)	once	Supervisee	has	been	employed	by	LSC	
for	at	least	one	(1)	year	and	Supervisee	has	received	three	(3)	consecutive	evaluations	from	LSC	of	four	
(4)	or	higher	overall.	 	Supervisee	may	accrue	a	maximum	of	 fifteen	(15)	hours	per	week	of	supervised	
experience	 for	 Non-Direct	 Experience	 hours.	 It	 is	 expected	 that	 the	 accumulation	 of	 Non-Direct	
Experience	hours	will	take	approximately	one	and	a	half	(1.5)	years.	Supervisee	 is	expected	to	provide	
Supervisor	with	a	summary	of	BCBA	level	activities	that	occurred	during	the	review	period.	Supervisee,	
under	 the	 supervision	 and	mentorship	 of	 the	 Supervisor,	 will	 provide	 recommendations	 for	 ongoing-
BCBA	activities.		

A	minimum	of	five	percent	(5%)	of	the	total	1:1	Experience	and	the	Non-Direct	Experience	hours	
must	be	under	the	direct	supervision	of	the	Supervisor	(“Direct	Supervised	Experience”).	Consequently,	
Supervisor	 and	 Supervisee	 shall	 meet	 at	 least	 once	 every	 two	 (2)	 weeks	 for	 the	 5%	 of	 the	 total	
supervised	 experience	 hours	 needed	 to	 complete	 the	 BCBA	 Supervised	 Independent	 Fieldwork	
requirements.	 A	 supervision	 documentation	 form	 will	 be	 completed	 at	 each	 supervisory	 interaction.	
Supervisee	will	 be	 required	 to	 complete	 each	 form,	make	 copies	 of	 the	 form	and	deliver	 the	 copy	 to	
Supervisor.	 	Supervisor	and	Supervisee	agree	to	maintain	a	copy	of	each	signed	supervision	document	
including	all	feedback	forms,	as	well	as	a	copy	of	this	Supervision	Agreement.		

	
Supervisee	 may	 not	 begin	 to	 receive	 supervision	 under	 this	 Supervision	 Agreement	 until	

Supervisee	has	started	attending	courses	required	to	meet	the	BACB	coursework	requirements.	
	
3.	 Cost	of	Supervision.	Supervisee	will	 receive	the	1:1	Experience	for	no	cost.	Supervisee	

may	receive	the	Non-Direct	Experience	at	no	cost	provided	however	that	if	Supervisee	does	not	remain	
employed	by	LSC	for	one	(1)	additional	year	following	completion	of	all	supervised	experience	hours,	or	
breaches	 this	 Supervision	 Agreement,	 then	 Supervisee	must	 promptly	 reimburse	 LSC	 for	 each	 Direct	
Supervised	Experience	hour	at	a	rate	of	Seventy	Five	Dollars	 ($75.00)	per	hour,	as	determined	by	LSC.		
This	 is	 in	 addition	 to	 any	 other	 remedies	 or	 damages	 LSC	may	 be	 entitled	 to	 under	 this	 Supervision	
Agreement	or	applicable	law.	The	BCBA	will	not	be	required	to	reimburse	LSC	if	there	are	no	available	
BCBA	 positions	 within	 the	 organization	 commensurate	 with	 their	 experience,	 and	 within	 30	miles	 of	
their	 supervision	 location.	Supervisor	agrees	 to	accept	no	 remuneration	 from	Supervisee	or	 LSC	other	
than	their	current	hourly	rate	or	salary	paid	by	LSC.		

4.	 Responsibilities.	 Supervisor	 and	 Supervisee	 agree	 to	work	 together	 to	 facilitate	
in-depth	discussion	and	understanding	of	issues	affecting	practice	–	both	personally	and	professionally	–	
and	 developing	 a	 high	 level	 of	 behavior-analytic	 expertise.	 	 Supervisor	 agrees	 to	 provide	 specific	
feedback	to	Supervisee	on	performance	in	interaction	the	Supervisee	has	with	clients	of	LSC.	This	may	
be	 conducted	 via	 web-camera,	 videotape,	 videoconferencing,	 or	 similar	 means	 in	 lieu	 of	 Supervisor	
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being	physically	present.	Supervisor	and	Supervisee	agree	to	protect	the	time	and	space	for	supervision,	
by	keeping	 to	agreed	appointments	and	 the	 time	allotted.	Privacy	will	be	 respected	and	 interruptions	
should	 be	 avoided.	 	 If	 Supervisee	 or	 Supervisor	 require	 a	 variance	 in	 schedule,	 he/she	will	 notify	 the	
other	party	at	the	earliest	possible	time	of	variance	to	determine	an	appropriate	time	to	reschedule.	

Supervision	of	experience	hours	may	be	conducted	in	a	small	group	for	no	more	than	half	of	the	
total	supervised	experience	hours	required	per	BACB	standards.		

Supervisee	agrees	to	accumulate	the	required	minimum	of	ten	(10)	hours	and	maximum	of	(30)	
hours	 per	 week	 to	 meet	 the	 total	 fifteen	 hundred	 (1500)	 hours	 needed	 to	 complete	 the	 BCBA’s	
Supervised	 Independent	 Fieldwork	 requirement	 within	 approximately	 two	 (2)	 years.	 LSC	 agrees	 to	
provide	Supervisee	with	the	work	opportunities	necessary	to	meet	this	requirement.	

During	 the	 supervision	 period,	 Supervisor	 shall	 conduct	 progress	 reviews	 after	 every	 one	
hundred	 (100)	 hours	 of	 supervision	 have	 been	 acquired.	 At	 these	 reviews,	 Supervisor	 will	 provide	
feedback	 to	 the	 Supervisee	 and	 document	 whether	 adequate	 progress	 is	 being	 made.	 After	 two	 (2)	
progress	 reviews	 during	 which	 inadequate	 progress	 has	 been	 made,	 the	 Supervisor	 must	 determine	
whether	supervision	should	continue,	and	provide	 in	writing	the	required	steps	to	allow	for	continued	
supervision.	 If	the	determination	is	made	that	supervision	should	stop,	the	Supervisor	must	provide	 in	
writing	to	the	Supervisee	what	areas	were	lacking	adequate	progress	and	determine	if	any	of	the	hours	
during	 that	 period	 should	 be	 counted	 toward	 supervision.	 As	 such,	 there	 is	 no	 guarantee	 that	 the	
Supervisor	 will	 sign-	 off	 on	 hours	 accrued	 during	 the	 one	 hundred	 (100)	 hour	 period	 during	 which	
Supervisee’s	performance	was	inadequate.		

An	Experience	Verification	Form	will	be	signed	by	 the	Supervisor	when	either	of	 the	 following	
occur:	 (a)	 all	 experience	 hours	 are	 completed	 satisfactorily,	 or:	 (b)	 the	 Supervisor-Supervisee	
relationship	 is	 terminated	under	positive	conditions	 (e.g.	 the	Supervisee	 terminates	 their	employment	
following	the	guidelines	specified	under	Section	8	below).		

The	following	circumstances	would	justify	a	Supervisor	immediately	terminating	supervision	and	
refusing	 to	 sign	 off	 on	 a	 Supervisee’s	 accrued	 hours	 on	 the	 Experience	 Verification	 Form	 (i.e.,	 even	
though	those	hours	were	tracked	through	 individual	Supervision	Documentation	Forms):	 (a)	egregious	
violation	of	 the	BACB’s	Guidelines	 for	Responsible	Conduct	 for	Behavior	Analyst,	 the	Professsional	and	
Ethical	Compliance	Code	and/or	 (b)	actions,	omission	or	behavior	of	Supervisee	which	 jeopardizes	 the	
well-being	of	clients	or	other	LSC	employees.	

LSC,	 Supervisor	 and	 Supervisee	 shall	 be	 jointly	 responsible	 for	 ensuring	 that	 clients	 have	
consented	to	the	observation	of	services	delivery	and	sharing	of	confidential	client	information.	

5.	 Responsible	Conduct.	 Supervisor	and	Supervisee	agree	to	adhere	to	high	standards	of	
professional	 behavior.	 This	 includes	 behavioral	 discussions	 grounded	 in	 scientific	 and	 professionally	
derived	knowledge.	Supervisor	will	provide	supervision	to	the	Supervisee	only	within	the	boundaries	of	
his/her	competence.	Supervisor	and	Supervisee	agree	to	maintain	confidentiality	in	accordance	with	the	
guidelines	 for	 responsible	 conduct	and	all	 pertinent	 legal	 regulations.	 Supervisor	and	Supervisee	have	
read,	 understood,	 and	 will	 adhere	 to	 the	 BACB’s	 Guidelines	 for	 Responsible	 Conduct	 for	 Behavior	
Analysts,	and	Professional	and	Ethical	Compliance	Code	for	Behavior	Analysts,	including	but	not	limited	
to	sections	1	through	6	as	it	relates	to	conduct,	responsibility	to	clients,	and	assessing	behavior.		At	no	
point	should	the	activities	of	Supervisee	be	detrimental	to	assigned	learner’s	progress	or	job	duties.			
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6.	 Release	and	Indemnification.	 Supervisee	 agrees	 to	 release,	 defend,	 indemnify,	 and	
hold	 harmless	 Supervisor,	 LSC	 and	 its	 officers,	 agents,	 and	 employees,	 from	 and	 against	 any	 and	 all	
claims,	causes	of	action,	loss,	costs,	damages	and/or	expenses	(including	but	not	limited	to	reasonable	
attorneys’	and	paralegal	 fees),	suffered,	sustained,	 incurred	or	required	to	be	paid	by	LSC,	which	arise	
from,	or	 are	 alleged	 to	 arise	 from,	or	 relate	 to	 (a)	 any	 alleged	deficiencies	 or	 defects	 in	 the	behavior	
analysis	services	rendered	by	or	to	be	rendered	by	the	Supervisee	 in	accordance	with	this	Supervision	
Agreement;	(b)	any	breach	by	Supervisee	of	any	terms	of	this	Supervision	Agreement,	or	applicable	laws	
and	 regulations,	 and/or	 (c)	 any	 act	 or	 omission	 of	 Supervisee	 in	 connection	 with	 LSC’s	 business	
operations	 and	 the	 behavior	 analysis	 services	 provided	 by	 Supervisee	 under	 or	 relating	 to	 this	
Supervision	Agreement.	

Supervisor	agrees	to	release,	defend,	indemnify,	and	hold	harmless	LSC	and	its	officers,	agents,	
and	employees,	from	and	against	any	and	all	claims,	loss,	costs,	damages	and/or	expenses	(including	but	
not	limited	to	reasonable	attorneys’	and	paralegal	fees),	suffered,	sustained,	incurred	or	required	to	be	
paid	by	LSC,	which	arise	from	or	are	alleged	to	arise	from,	or	relate	to	(a)	any	asserted	deficiencies	or	
defects	 in	 the	 supervision	 services	 to	 be	 rendered	 or	 provided	 by	 Supervisor	 in	 accordance	with	 this	
Supervision	Agreement;	 (b)	 any	 breach	 by	 Supervisor	 of	 any	 terms	 of	 this	 Supervision	Agreement,	 or	
applicable	 laws	and	 regulations,	and/or	 (c)	any	act	or	omission	of	Supervisor	 in	connection	with	 LSC’s	
business	 operations	 and	 the	 services	 provided	 by	 Supervisor	 under	 or	 relating	 to	 this	 Supervision	
Agreement.	

7.	 Confidentiality.	Supervisor	 and	 Supervisee	 shall	 keep	 confidential	 all	 information	
relating	 to	 current	 or	 potential	 clients	 of	 LSC,	 including,	 but	 not	 limited	 to,	 any	 medical	 or	 clinical	
information,	 in	whatever	 form	 serviced	 in	 the	 course	of	 this	 Supervision	Agreement	 and	 any	of	 LSC’s	
accounting,	 marketing,	 financial,	 strategic,	 trade	 secrets	 or	 other	 confidential	 business	 information..		
The	 Parties	 agree	 this	 is	 intended	 to	 supplement,	 but	 not	 displace,	 any	 other	 agreements	 regarding	
confidentiality	which	Supervisor	and	Supervisee	have	with	LSC.		Any	such	agreements	are	not	affected	in	
any	 way	 by	 this	 Supervision	 Agreement.	 	 In	 the	 event	 that	 the	 Parties	 have	 executed	 a	 separate	
agreement	which	relates	to	confidentiality	or	confidential	information	and	the	terms	of	that	agreement	
or	agreements	conflict	with	the	terms	of	this	Supervision	Agreement,	the	terms	of	the	other	agreement	
shall	 control.	 	 The	 confidentiality	 obligations	 under	 this	 Supervision	 Agreement	 shall	 survive	 the	
termination	 or	 expiration	 of	 this	 Supervision	 Agreement	 and/or	 the	 employment	 of	 Supervisor	 and	
Supervisee.		

All	 records	 of	 LSC,	 including	 copies	 thereof,	 related	 to	 the	 activities	 described	 in	 this	 Supervision	
Agreement	are	and	shall	remain	the	property	of	LSC.		Supervisee	and	Supervisor	shall	not,	except	in	the	
ordinary	and	usual	course	of	his/her	duties	and	obligations	under	this	Supervision	Agreement,	remove	
from	 LSC’s	 premises,	 copy,	 or	 retain	 any	 of	 LSC’s	 records.	 Upon	 termination	 of	 the	 Supervision	
Agreement,	Supervisee	and	Supervisor	agree	to	immediately	return	to	LSC	any	of	LSC’s	records,	copies	
of	records	and	all	other	property	that	are	in	their	possession	or	under	their	control	or	custody.	

8.	 Term	and	Termination.	Subject	 to	 the	 rights	 of	 termination	 herein,	 the	 term	 of	 this	
Supervision	Agreement	 shall	 be	 for	 a	period	of	 one	 (1)	 year	 commencing	on	 the	Effective	Date.	 	 This	
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Supervision	 Agreement	 shall	 automatically	 renew	 at	 the	 end	 of	 the	 initial	 one	 (1)	 year	 period	 for	 an	
additional	one	(1)	year	period,	unless	sooner	terminated	as	hereinafter	provided.			

(a)	 Mutual	Termination.	 This	 Supervision	 Agreement	 may	 be	 terminated	 upon	 the	
mutual	written	agreement	of	the	Parties.	

(b)	 Termination	Without	Cause.	 Any	 Party	 may	 terminate	 this	 Supervision	 Agreement	
without	cause	by	giving	the	other	Parties	at	least	fifteen	(15)	days	advance	written	notice.			

(c)	 Termination	for	Material	Breach.	 LSC	may	 terminate	 this	 Supervision	Agreement	
upon	a	material	breach	of	any	of	the	terms	and	conditions	hereof.			

(d)	 Termination	of	Employment.	 This	 Supervision	 Agreement	 shall	 automatically	
terminate	on	 the	date	and	 in	 the	event	 that	either	Supervisee’s	or	Supervisor’s	employment	with	LSC	
terminates.	

In	 the	 event	 that	 Supervisee	 terminates	 this	 Supervision	 Agreement	 without	 cause	 or	 LSC	
terminates	 this	 Supervision	Agreement	based	upon	a	material	breach	by	Supervisee,	 Supervisee	must	
still	comply	with	Supervisee’s	obligations	under	Section	3.		

9.	 Remedies.	 Supervisee	 acknowledges	 that	 a	 breach	 of	 any	 of	 the	 covenants	 or	
obligations	contained	in	this	Supervision	Agreement	may	result	in	material	and	irreparable	injury	to	LSC,	
or	 its	 affiliates	 or	 subsidiaries,	 for	 which	 there	 is	 no	 adequate	 remedy	 at	 law	 and	 that	 injury	 and	
damages	to	LSC,	 its	affiliates	or	 its	subsidiaries	resulting	from	a	breach	will	be	 immeasurable.	Without	
limiting	any	other	rights	or	remedies,	both	legal	and	equitable,	available	to	LSC	in	the	event	of	an	actual	
or	threatened	breach,	LSC	shall	be	entitled	to	seek	and	obtain	a	temporary	restraining	order	and/or	a	
preliminary	or	permanent	injunction	against	Supervisee	and/or	Supervisor	that	shall	prevent	Supervisee	
and/or	Supervisor	from	engaging	in	any	activities	prohibited	by	this	Supervision	Agreement,	or	to	seek	
and	obtain	such	other	relief	against	either	or	both	of	them	as	may	be	required	to	specifically	enforce	any	
of	the	covenants	or	obligations	contained	in	this	Supervision	Agreement	and	no	bond	or	other	security	
shall	be	required	in	that	regard.			

10.	 At-Will	Employment.		Supervisee	and	Supervisor	are	employees	at-will.		The	Parties	can	
terminate	 the	 employment	 at	 any	 time,	 with	 or	 without	 cause.	 	 Supervisee	 and	 Supervisor	 each	
acknowledge	and	agree	that	he/she	is	an	at-will	employee	of	LSC	and	that	this	Supervision	Agreement	
shall	not	change	or	affect	their	employee-at-will	status	with	LSC.	

11.	 Attorneys’	 Fees.	 	 In	 addition	 to	 any	 other	 relief	 to	which	 LSC	may	be	 entitled,	 in	 any	
action	 that	 is	 brought	 to	 enforce	 or	 interpret	 this	 Supervision	 Agreement,	 LSC	 shall	 be	 entitled	 to	
recover	 from	 Supervisee	 or	 Supervisor	 its	 reasonable	 attorneys’	 and	 paralegal	 fees	 and	 expenses	
incurred	in	connection	therewith.	

	

12.	 Assignments;	 Successors	 and	 Assigns.	 	 The	 rights	 and	 obligations	 of	 Supervisee	 and	
Supervisor	hereunder	are	not	assignable	or	delegable,	and	any	prohibited	assignment	or	delegation	will	
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be	null	 and	void.	 	 LSC	may,	without	 the	consent	of	Supervisee	and	Supervisor,	assign	 this	Supervision	
Agreement	 to	 any	 successor	 or	 in	 connection	 with	 any	 merger,	 consolidation,	 share	 exchange,	
combination,	 sale	 of	 stock	 or	 assets	 or	 similar	 transaction.	 	 The	 provisions	 hereof	 shall	 inure	 to	 the	
benefit	of	and	be	binding	upon	the	successors	and	assigns	of	LSC.		

	

	 13.	 Governing	Law.		This	Supervision	Agreement	shall	be	interpreted	under,	subject	to	and	
governed	 by	 the	 laws	 of	 the	 State	 of	 Indiana,	 without	 consideration	 of	 the	 choice	 of	 law	 principles	
thereof,	and	all	questions	concerning	its	validity,	construction	and	administration	shall	be	determined	in	
accordance	with	Indiana	law.	

	

	 14.	 Entire	Agreement;	Modification;	Waiver.	 	 This	 Supervision	Agreement	constitutes	 the	
entire	agreement	among	the	Parties	relating	to	the	subject	matter	hereof,	except	as	provided	in	Section	
7.		This	Supervision	Agreement	shall	not	be	terminated,	amended	or	modified	without	the	prior	written	
consent	 of	 the	 LSC’s	 Executive	 Director,	 Supervisee	 and	 Supervisor.	 	 No	 failure	 or	 delay	 by	 LSC	 in	
exercising	any	right	or	remedy	under	this	Supervision	Agreement	shall	operate	as	a	waiver	thereof,	nor	
shall	 any	 waiver	 by	 LSC	 under	 this	 Supervision	 Agreement	 operate	 or	 be	 construed	 as	 a	 continuing	
waiver	or	a	waiver	of	any	subsequent	breach	or	noncompliance	hereunder.		No	single	or	partial	exercise	
of	any	right	or	remedy	by	LSC	shall	preclude	any	other	or	further	exercise	thereof	or	the	exercise	of	any	
other	right	or	remedy.		Any	waiver	by	the	LSC	under	this	Supervision	Agreement	shall	be	in	writing	and	
signed	by	the	Executive	Director	of	LSC.		A	waiver	shall	operate	only	as	to	the	specific	term	or	condition	
waived	 and	 will	 not	 constitute	 a	 waiver	 for	 the	 future	 or	 act	 on	 anything	 other	 than	 that	 which	 is	
specifically	waived.	

	

15. Jurisdiction and Venue.  The Parties hereby agree that all suits, actions, 
proceedings, litigation, disputes, or claims relating to or arising out of this Supervision 
Agreement shall be filed and tried in the Superior or Circuit Court, as appropriate, of Hamilton 
County, Indiana, or the United States District Court for the Southern District of Indiana, 
Indianapolis Division.  In this regard, the Parties hereby:  (i) agree that venue shall be such stated 
courts; (ii) irrevocably consent to service of process and to the jurisdiction and venue of such 
courts; and (iii) irrevocably waive any claim of inconvenient forum if any such suit, claim, 
proceeding, litigation, dispute, or claim has been filed, brought, or made in any of such courts. 

16. Construction.  This Supervision Agreement is the result of negotiations among 
the Parties, and no party shall be deemed to be the drafter of this Supervision Agreement. 
Accordingly, this Supervision Agreement shall be interpreted and construed without any 
presumption or inference based upon or against the party causing this Supervision Agreement to 
be prepared.  The language of this Supervision Agreement shall in all cases be construed as a 
whole, according to its fair meaning and not strictly for or against any party.     

17. Review and Consultation.  The Parties acknowledge and agree that each has 
read this Agreement in its entirety prior to executing it, understands the provisions and effects of 
this Supervision Agreement, and has consulted with or had the opportunity to consult with an 
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attorney or other advisors as he or she has deemed appropriate in connection with the execution 
of this Supervision Agreement.  

18.	 Section	Headings.	 Section	headings	are	inserted	in	this	Supervision	Agreement	for	
convenience	only	and	shall	not	affect	any	construction	or	interpretation	of	this	Supervision	Agreement.	

19.	 Compliance.	 The	Parties	acknowledge	and	agree	 that	 this	Supervision	Agreement	 is	
intended	 to	 comply	 with	 all	 applicable	 local,	 state,	 and	 federal	 laws,	 regulations,	 and	 policies	 or	
certification	requirements	of	the	BACB.	

20.	 Notices.	 All	 notices	 required	 or	 permitted	 under	 this	 Supervision	 Agreement	
shall	be	in	writing	and	shall	be	considered	properly	given	or	made	(a)	upon	personal	delivery,	(b)	after	
the	expiration	of	three	(3)	days	from	the	date	upon	which	such	notice	was	mailed	by	United	States	first-
class	mail,	postage	prepaid,	(c)	upon	confirmed	delivery	by	prepaid	courier	delivery.		All	notices	shall	be	
so	given	or	made	to	the	Parties	at	the	following	addresses	(it	being	understood	that	the	address	of	any	
Party	 hereto	 may	 be	 changed	 by	 a	 notice	 in	 writing	 given	 in	 accordance	 with	 this	 Supervision	
Agreement).	

If	to	Supervisee:	 	 	 	 If	to	Supervisor:	

____________________________	 	 _______________________________	

____________________________	 	 _______________________________	

____________________________	 	 _______________________________	

	

If	to	LSC:	

Little	Star	Center,	Inc.	

Attn:	Executive	Director	

12726	Hamilton	Crossing	Blvd.	

Carmel,	IN	46032	

21.	 Severability.	 	 If	any	provision	of	this	Supervision	Agreement	shall	be	determined	to	be	
invalid,	 illegal	or	unenforceable	 in	whole	or	 in	part,	neither	 the	validity	of	 the	 remaining	part	of	 such	
provision	 nor	 the	 validity	 of	 any	 other	 provision	 of	 this	 Supervision	 Agreement	 shall	 in	 any	 way	 be	
affected.	

IN	WITNESS	WHEREOF,	the	Parties	have	executed	this	Supervision	Agreement	as	of	the	date	
indicated	below.	

“LSC” 
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LITTLE STAR CENTER, INC. 

 

By:  _______________________________    Date:      
        Mary Rosswurm, Executive Director 
	

SUPERVISEE	

	

By:___________________________________	 Date:_______________________________	

Supervisee	Printed	Name:	__________________________	

	

	

SUPERVISOR	

	

By:___________________________________	 Date:_______________________________	

Supervisor	Printed	Name	&	Credentials:	_________________________________	
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Appendix D  

Technician Observation Form  

1.      Client Focused Y/N 
a. Therapist keeps client within arm’s reach and/or eye sight at all times (unless  

 otherwise specifically noted)     

b. Therapist blocks all unsafe circumstances    
c. Therapist maintains client’s dignity (By keeping the client clean, using age-

 appropriate language with the client, speaking positively about the client in the 
 client’s presence, etc.)   

  

2.      Data Collection   
a. Therapist immediately and accurately records data for skill acquisition    
b. Therapist immediately and accurately records data for behavior reduction 

 (within 2 minutes of the conclusion of the problem behavior)   

c. Therapist immediately and accurately records task analysis data (within 2 
 minutes of leaving the location of the task analysis)   

3.      Maladaptive Behavior    
a. Therapist maintains voice tone and demeanor during implementation of behavior 

 guidelines   

b. Therapist uses appropriate prompting strategies to ensure follow-through with 
 instructions     

c. Therapist assesses function of a client’s behavior in the moment and responds 
 accordingly    

4.      Reinforcement    
a. Therapist only reinforces appropriate and correct behavior    
b. Therapist delivers reinforcers immediately after appropriate behavior    
c. Therapist uses differential reinforcement across a variety of dimensions   
d. Identifies an effective reinforcer at the beginning of the session as demonstrated 

 by the client’s demeanor  
  

e. Re-assesses the client’s motivation throughout the session as needed    

f. Therapist uses only positive directives (unless otherwise noted)    
5.      Teaching    

a. Therapist implements the client’s program appropriately according to verbal 
 operant    

b. Therapist demonstrates targets from a minimum of three programs    
c. Therapist obtains the client's attention prior to delivering an SD    
d. Therapist states the SD clearly and concisely and in a natural tone of voice   
e. Therapist returns to skills client errored on during observation (Excludes: TA's, 

 Social, etc.)   
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Appendix E 

Technician Performance Scorecard  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

f. Therapist increases prompt level following an error   
g. Presents instructions with the intent of avoiding inadvertent prompts   
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Appendix F 

BCBA Apprentice Performance Scorecard  

 



4 EXPANDING THE CONSUMER BASE

he 21st century is a great time to 
be a practicing behavior analyst with 
practice issues currently dominat-

ing many professional conversations in 
the field (Friman, 2010a). Although the 
Behavior Analyst Certification Board® 
(BACB) only began credentialing behav-
ior analysts at a national level in 2000, 
the number of Board Certified Behavior 
Analysts (BCBAs) has increased at a dra-
matic rate and now exceeds 10,000 (Carr, 
2011). In addition, the newest behavior-
analytic professional organization, the 
Association for Professional Behavior 
Analysts (APBA), was created with the 
exclusive mission of meeting the needs 
of professionals who provide behavior-
analytic services to various consumers 
(http://www.apbahome.net/). These 
credentialed practicing behavior analysts 
are in high demand and are having suc-
cess in employment. For example, on 
February 2, 2012 there were 488 avail-
able jobs posted on the Job Career Center 
of the Association for Behavior Analysis 
International (ABAI) website located in 
36 of the 50 United States and 3 other 
countries (http://www.abainternational.

org/). A recent APBA survey found that 
practicing BCBAs and Board Certified 
assistant Behavior Analysts (BCaBAs) 
are well-compensated for their services, 
are generally new to the field (i.e., less 
than 5 years of experience), and are 
mostly working in the areas of autism 
and intellectual disabilities service 
provision (Johnston, 2009). The ABAI 
conventions and conferences also reflect 
the relevance of autism in the growth of 
behavior analysis as the autism program 
area received 29% of all submissions  
to the 2010 annual convention (Malott, 
2010) and ABAI now holds an an-
nual autism conference (http://www.aba 
international.org/events.asp).

At least two factors account for the 
dramatic growth in services for individu-
als with autism. First, behaviorally-based 
treatments have proven quite effective 
for individuals with autism. Several 
meta-analyses document that early and 
intensive behavioral services delivered 
over the span of two to three years 
produce substantial gains in intellec-
tual and adaptive functioning for many 
children with autism (Eldevik et al., 

2009; Reichow & Woolery, 2009). 
Second, advocacy efforts have resulted 
in health insurance reform laws to fund 
services for persons with autism. The 
Indiana legislature passed the first au-
tism insurance law in 2001, which was 
followed in 2007 by South Carolina’s 
highly publicized Ryan’s Law (S.C. Code 
Ann., 2008). As of February 2012, 29 
states had enacted autism insurance 
reform laws that specifically included 
applied behavior analysis as a covered 
service (http://www.autismvotes.org/). 
However, funding streams change due to 
economic factors, legislative initiatives, 
and shifts in population demographics. 
For example, a recent West Virginia 
emergency rule initiated by the state 
psychology board resulted in a sudden 
interruption in the right for behavior 
analysts to practice and a corresponding 
interruption in consumer’s access to 
services (UPDATE, 2011). Though a 
subsequent withdrawal of the emergency 
rule allowed resumption of practice, 
other actions could prove equally or 
more permanently disruptive to the right 
to practice. A forward-thinking behavior 

Expanding the Consumer Base for Behavior-Analytic Services:
Meeting the Needs of Consumers in the 21st Century
Linda A. LeBlanc, Trumpet Behavioral Health
Megan R. Heinicke, Auburn University
Jonathan C. Baker, Southern Illinois University
 

A growing workforce of behavior analysts provides services to individuals 
with autism and intellectual disabilities as legislative initiatives have spurred 
a growth of funding options to support these services.  Though many op-
portunities currently exist for serving individuals with autism, the growing 
demand for these services may wane or, at some point, the growth in service 
providers will meet that demand.  Other consumer groups could benefit 
from behavior analytic services, but typically have limited access to qualified 
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analyst could enhance his or her viability in future markets by 
diversifying their consumer base to enable responsiveness to 
dynamic marketplace contingencies.

Along with financial stability, behavior analysts might ac-
crue other personal and professional benefits across the span of 
their career by diversifying their consumer base. Diversification 
could allow greater flexibility if circumstances made it neces-
sary to live in an area without a sufficient population base for a 
full practice restricted only to autism or intellectual disabilities 
services. For example, a spousal job change or the need to 
support an aging parent might result in relocation to an area 
that does not have a funding mechanism for autism services. 
Alternatively, the demands associated with starting a family and 
raising young children might preclude full-time employment 
consulting for in-home services, which often requires travel 
across a wide geographic area. Finally, expanding into a new 
area might provide intellectual stimulation that is rejuvenating 
for mid-career providers who desire a change and welcome new 
challenges.

Diversification in consumer base could also produce im-
portant social impact for underserved populations. At least two 
rapidly growing demographics with service needs, the elderly 
and persons with traumatic brain injury, are drastically un-
derserved by BCBAs (Johnston, 2009). According to the U.S. 
Census Bureau (2010), 40 million Americans are 65 or older. 
By the year 2030, one-fifth of the U.S. population will be over 
65. Any aging-related issues existing today (e.g., insufficient 
caregiver workforce, shortages of geriatric specialists) will be ex-
acerbated by the advancing age of the U.S. population creating 
a need to improve and increase services (Olshansky, Goldman, 
Zheng, & Rowe, 2009). Similarly, 1.4 million Americans 
sustain a traumatic brain injury (TBI) each year and over half 
of these individuals experience permanent disability (Langlois, 
Rutland-Brown, & Thomas, 2006). Researchers estimate that 
20% of the 1.6 million service people deployed in Operations 
Enduring Freedom and Iraqi Freedom will return as a veteran 
with a TBI (Tanielian & Jaycox, 2008) and will be underserved 
(Langlois et al.). Currently, professionals from other disciplines 
(e.g., occupational therapy, speech language pathology, nursing, 
psychiatry) serve these individuals where services are available.

A behavior analyst interested in serving one of these popu-
lations would have an existing literature base to guide the deliv-
ery of services (Adkins & Mathews, 1999; Cattelini, Zettin, & 
Zoccolotti, 2010; LeBlanc, Raetz, & Feliciano, 2011; Slifer & 
Amari, 2009). The same behavioral principles and procedures 
used in practice with individuals with autism and intellectual 
disabilities (e.g., skill acquisition procedures, functional assess-
ment) have proven effective and valuable with individuals with 
dementia and TBI. For example, stimulus equivalence technol-
ogy has been used to reteach name-face matching skills to adults 
with TBI (Cowley, Green, & Braunling-McMorrow, 1992; 
Sidman, 1994) and personally relevant pictorial stimuli have 
been used to reestablish dyadic conversation skills in dementia 
care settings (Bourgeois, 1990; Bourgeois & Mason, 1996). 
Functional analyses have been conducted for individuals with 

dementia and effective function-based treatments have been 
developed for various topographies of problem behavior such 
as disruptive vocalizations (Buchanan & Fisher, 2002), ag-
gression (Baker, Hanley, & Mathews, 2006; Dwyer-Moore & 
Dixon, 2007), and hoarding (Baker, LeBlanc, Raetz, & Hilton, 
2011). Similar analyses and interventions have been developed 
for inappropriate sexual behavior (e.g., Fyffe, Kahng, Fittro, & 
Russell, 2004), aggression, property destruction (e.g., Dolezal 
& Kurtz, 2010), and delusional statements (Travis & Sturmey, 
2010) in individuals with TBI. Thus, well-trained practitioners 
working in autism and intellectual disabilities already have many 
of the skills needed to effectively serve other populations.

Behavior analysts who opt to expand their consumer base to 
new populations will need to undertake some important tasks 
to foster competent and successful service delivery. This paper 
identifies relevant professional development tasks for entering 
into a new sub-specialty in behavior analysis and provides 
strategies for completing those tasks. Each strategy is described 
and illustrative examples are provided using the areas of TBI 
and aging services. The tables and text summarize each task 
and strategy and are organized into two overarching tasks: (a) 
development of professional competence with the new popula-
tion, and (b) identification and management of employment 
opportunities.

Task 1: Increase Professional Competence 
with a New Population

At least three of the BACB® Guidelines for Professional 
Conduct (http://www.bacb.com/index.php?page=57) are 
directly pertinent to the transition to serving a new con-
sumer group (see Table 1 for the complete text of the relevant 
guidelines). First, area 1.02 (Competence) tasks the behavior 
analyst to only provide services within the boundaries of their 
competence based on their professional history and training. 
Additional training and consultation and study of any new per-
tinent literature should occur prior to contracting to serve new 
consumers. Second, area 1.03 (Professional Development) 
specifies that behavior analysts should remain aware of the cur-
rent information in their field through activities such as reading 
the literature and attending professional meetings and work-
shops. This conduct guideline refers to a necessary awareness 
of the information from the field pertinent to a new consumer 
group in addition to the basics of behavior analysis. Third, area 
2.02 (Accepting Clients) indicates that a behavior analyst 
should only accept clients when they are qualified to serve 
them (i.e., education, training, experience) or are supervised 
or in consultation with a behavior analyst with the appropriate 
credentials and training.

While the principles of behavior analysis are universally 
applicable, knowledge about population specific needs and 
characteristics might lead a behavior analyst to examine or 
program person-environment interactions differently. For ex-
ample, individuals who have suffered a TBI often have diffuse 
residual pain and sensory impairments (e.g., light sensitivity, 
auditory sensitivity; Stewart & Alderman, 2010) that may 
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increase the likelihood of negatively reinforced problem be-
havior (e.g., certain tones are aversive thus loud environments 
may foster the development of escape-maintained problem 
behavior; Pace, 2011). A behavior analyst who knows about the 
increased likelihood of such functions might design a modified 
descriptive assessment or functional analysis prior to treating 
the problem behavior of these consumers. As another example 
of population-specific findings, paired stimulus preference 
assessments have been effectively used with individuals with 
dementia but with different findings about the usefulness of 
different stimulus modalities (LeBlanc, Cherup, Feliciano & 
Sidener, 2006; LeBlanc, Raetz, Baker, Strobel, & Feeney, 2008). 
With consumers with intellectual disabilities and autism, as-
sessments using tangible stimuli produce the most accurate 
predictions of subsequent reinforcement effects (Conyers et 
al., 2002; Higbee, Carr, & Harrison, 2002). However, LeBlanc 
et al. (2006) found that an assessment with stimuli presented 
vocally better predicted subsequent engagement than a tangible 
format for 2 of the 3 participants with dementia.

Contact the literature. Behavior analysts should contact 
the existing literature for any new target population as a first 
strategy to increase competence. In addition to the specific 
sources and strategies described here, Carr and Briggs (2010) 

provide excellent recommendations for accessing any scholarly 
literature. First, the Journal of Applied Behavior Analysis (JABA) 
search engine on the JABA website allows users to conduct 
full-text searches of abstracts (http://seab.envmed.rochester.
edu/jaba/) using key terms such as dementia, brain injury, 
gerontology and aging. Second, a search of a general database 
search engine (e.g., PsycINFO, ERIC EBSCO Host, PubMed, 
Google scholar™) using key words specific to your target 
group (e.g., “aging,” “brain injury,” “dementia,” “gerontology,” 
“head injury”) in conjunction with terms pertinent to behavior 
analysis (e.g., “behavioral treatment,” “preference assessment,” 
“functional assessment”) will capture papers in other behavioral 
journals that do not have a site specific search engine. Third, 
special issues of behavioral journals and handbooks of behavior 
analysis often include great resources for specific populations. 
For example, Behavioral Interventions published special issues 
on brain injury in 2000 (Mozzoni, 2000) and 2005 (Mozzoni, 
2005), and Behavior Therapy published a recent special is-
sue on geriatric behavior therapy (Houlihan & Buchanan, 
2011). As another example, the Handbook of Applied Behavior 
Analysis (Austin & Carr, 2000) offers a chapter summarizing 
the contributions of behavior analytic techniques in brain 
injury rehabilitation (Jacobs, 2000) while LeBlanc et al. (2011) 

1.0 Responsible Conduct of a Behavior Analyst.

1.02 Competence.

(a) Behavior analysts provide services, teach, and conduct research only within the boundaries of their competence, based 
on their education, training, supervised experience, or appropriate professional experience.

(b) Behavior analysts provide services, teach, or conduct research in new areas or involving new techniques only after 
first undertaking appropriate study, training, supervision, and/or consultation from persons who are competent in those 
areas or techniques.

1.03 Professional Development.

Behavior analysts who engage in assessment, therapy, teaching, research, organizational consulting, or other professional 
activities maintain a reasonable level of awareness of current scientific and professional information in their fields of 
activity, and undertake ongoing efforts to maintain competence in the skills they use by reading the appropriate literature, 
attending conferences and conventions, participating in workshops, and/or obtaining Behavior Analyst Certification 
Board certification.

2.0 The Behavior Analyst’s Responsibility to Clients.

2.02 Accepting Clients.

The behavior analyst accepts as clients only those individuals or entities (agencies, firms, etc.) whose behavior problems 
or requested service are commensurate with the behavior analyst’s education, training, and experience. In lieu of these 
conditions, the behavior analyst must function under the supervision of or in consultation with a behavior analyst whose 
credentials permit working with such behavior problems or services.

Table 1. BACB® Guidelines for Professional Conduct Pertinent to Expanding Your Consumer Base
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provide a chapter on behavioral gerontology in the Handbook 
of Applied Behavior Analysis (Fisher, Piazza, & Roane, 2011). 
Fourth, at least one behavioral practice organization (e.g., 
APBA) provides literature review resources for their members. 
Members of APBA can access bibliographies that provide refer-
ences on special topics including behavioral gerontology (Baker 
& LeBlanc, 2010) from the organization’s website.

As a next step in contacting the literature, behavior ana-
lysts should search beyond behavioral outlets for handbooks, 
journals, and manuals that provide general knowledge (e.g., 
epidemiology, etiology, common characteristics) specific to 
the target population (Bailey & Burch, 2010). Many of these 
resources exist on national organization websites. For ex-
ample, The Essential Brain Injury Guide provides a resource for 
preparation for the brain injury specialist certification (Lash, 
2007) and can be purchased on the website of the Brain Injury 
Association of America (BIAA; http://www.biausa.org/). The 
BIAA and the American Academy for the Certification of Brain 
Injury Specialists (AACBIS) created this guide as a collabora-
tive effort to expand the qualified workforce. In addition, the 
American Psychological Association (APA; http://www.apa.
org) recently published a general resource on aging, Treating 
Dementia in Context: A Step-By-Step Guide to Working With 
Individuals and Families. A behavior analyst co-authored this 
text, which provides an overview of dementia care for multiple 
health care professionals (McCurry & Drossel, 2011). Finally, 
practice journals for the new consumer group (e.g., Journal 
of Head Trauma Rehabilitation and Brain Injury in the area 
of brain injury; Journal of Gerontology: Series B Psychological 
Sciences; and American Journal of Alzheimer’s Disease and Other 
Dementias in the area of aging) can help to ensure overall fa-
miliarity with the literature and sometimes include behavioral 
literature. Behavior analysts have published studies and com-
mentaries (Burgio et al., 2001; LeBlanc et al., 2006; Mozzoni, 
2008) in these practice journals in attempts to influence other 
disciplines that already serve these consumer groups.

The literature outside of behavior analysis focuses primarily 
on the population characteristics and disease or injury process 
and epidemiology rather than on behavioral intervention. A 
search using the MedlinePlus database might identify useful 
publications for this purpose (http://www.nlm.nih.gov/med-
lineplus/healthtopics.html). For example, the most recent issue 
of Brain Injury focused on the prevalence of post-concussion 
syndrome, procedures for tracking recovery following sport-
related concussion, and the effect of TBI on working memory. 
The issue included a few articles on pharmacological treat-
ments, but no studies examining psychosocial interventions 
of any type. This type of information about the new target 
population benefits a behavior analyst interested in developing 
a shared knowledge base to facilitate communication with other 
disciplines who serve the population. The journals publish a 
few behavioral treatment articles, which can be located through 
a careful review of the table of contents or an electronic search 
of the journal’s website using treatment relevant terms (e.g., 

“behavioral treatment,” “behavior therapy,” “behavioral man-
agement”) in conjunction with the specific response treated 
(e.g., “pica,” “aggression,” “stereotypy”). Remove “behavior” 
from the search terms to identify studies on the effectiveness 
of relevant nonbehavioral treatments. These studies will likely 
employ group designs and statistical analyses. It may be helpful 
for a behavior analyst to consult texts on research methods (e.g., 
Kazdin, 2003) to aide in interpreting group designs and their 
internal validity as well as texts describing statistical analyses 
(e.g., Kirk, 1999) to find descriptions of the unfamiliar statistics 
including underlying assumptions, examples, and information 
on interpreting results.

Contact relevant professional groups. Another way that a 
behavior analyst can increase familiarity and competence with 
a new population is through membership in national and in-
ternational groups for specific populations. Just as professionals 
with a new interest in behavior analysis should join organiza-
tions like ABAI, APBA, or division 25 of the APA, behavior 
analysts branching into a new area should join similar organiza-
tions and divisions of APA (e.g., 20-Adult Development and 
Aging; 22-Rehabilition Psychology). Examples of organizations 
in the area of aging include the Alzheimer’s Association of 
America® (AAA), the American Society on Aging (ASA), and 
the Gerontological Society of America (GSA). In the area of 
brain injury, individuals might join the BIAA, the American 
Congress of Rehabilitation Medicine (ACRM), and the North 
American Brain Injury Society (NABIS). Membership in these 
organizations puts a clinician in contact with mailing lists, jour-
nals, research topics valued by the field, funding opportunities, 
and networking opportunities.

National and international conferences and conventions 
can provide valuable professional development opportunities. 
At behavior analytic events, panel discussions (e.g., Pace, 2011) 
and symposia (e.g., Allen, 2011; Baker, 2011) on these topics 
can provide a start on developing a pertinent knowledge base. 
More specialized training and networking opportunities exist 
at events held by organizations specific to your new target 
subfield. A behavior analyst interested in providing services for 
elders might attend the joint conference sponsored by the ASA 
and the National Council on Aging (NCOA) that is geared 
toward practitioners. The GSA also has a national conference 
each year for researchers and practitioners. A behavior analyst 
interested in providing services for individuals with TBI might 
attend the NABIS annual conference dedicated to practitioner 
and legal topics or the ACRM annual conference dedicated to 
research.

Behavior analysts could also present at these nonbehavioral 
conferences as a means to illustrate the power of behavior analy-
sis and to increase the interest of other disciplines in partnering 
on research or clinical services. Certain predictable questions or 
issues with terminology, design, and data analysis are likely to 
arise with a nonbehavioral audience. When presenting single 
subject research in these venues, briefly explain single subject 
design logic including true experimental manipulation and 
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General Strategies Specific Strategies

Contact the literature Find the existing behavior-analytic literature 
Access the JABA search engine (http://seab.envmed.rochester.edu/jaba/)
Use database search engines like PsycINFO, ERIC EBSCO Host, PubMed, 
MedlinePlus, Google scholar™
If relevant articles are located in a special issue or handbook, find  
that resource
Identify if your practice organizations have literature review resources 

Search outside of the behavior-analytic literature
Use national organization resource websites to search for handbooks,  
manuals, or guides
Subscribe to practice journals for the target group to access behavioral  
studies and commentaries

Contact relevant  
professional groups

Become a member and participate in national and international organizations 
that serve the target group 

Attend conferences by organizations specific to the target group for workshops 
and training opportunities

Pursue retraining  
and supervision

Identify a professional mentor in the target area who could provide training or 
experience opportunities

Contact the leadership of an ABAI special interest group (SIG)
Attend a business meeting of an ABAI SIG
Attend workshops (e.g., at ABAI and regional conferences) that  
are available
Search journal and handbook publications for common authors

Contact the professional mentor to help identify a training opportunity or create 
a new training partnership

Arrange a post-graduate retraining experience at a specialized service agency
Arrange ongoing remote supervision and mentoring from a BCBA with 
experience in the area

Identify professional  
credentials

Determine if credentials outside of behavior analysis are necessary for funding or 
additional face validity 

Use search engines on a national organization’s website to locate information 

Table 2. Increase Professional Competence with a New Population
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replication (Kazdin, 2003), the criteria for evaluating the qual-
ity of single subject designs (Horner et al., 2005), and the types 
of questions best answered using single subject design. Martella, 
Nelson, and March-Martella (1999) provide an illustrative and 
useful table highlighting similarities and differences in single 
subject and group design. In addition, consider displaying data 
using alternatives to a line graph (e.g., bar graph with mean) 
that would be more familiar to a nonbehavioral audience. 
When questions about behavioral research do arise, respond 
politely and professionally to the opportunity to educate the 
audience and use effective communication skills to represent 
the field in the best possible light.

Pursue retraining and supervision. If possible, behavior 
analysts who expand their scope of practice should pursue 
supervised experience under the guidance of a behavior analyst 
that already specializes in serving the new target population. 
Although the numbers of behavioral gerontologists and be-
havioral brain injury specialists are small, these professionals 
are typically highly motivated to recruit new behavior analysts 
to their field. Identify these leaders in the field through an 
ABAI special interest group (SIG), a workshop offering, 
or based on their professional publications in journals and 
handbooks. Onsite supervision and employment could be 
obtained at a specialized service agency in the area of TBI 
(e.g., Timber Ridge Neuro-restorative Center in Arkansas, 
Learning Services Neurobehavioral Institute of Colorado, 
Lakeview NeuroRehabilitation Center in New Hampshire) or 
a university-based program in the area of behavioral gerontol-
ogy (e.g., University of Colorado—Colorado Springs, Johns 
Hopkins University School of Medicine). Alternatively, remote 
supervision and mentoring from a BCBA who has expertise 
with the new population could prove quite valuable.

Identify professional credentials. A behavior analyst should 
determine whether there is an established professional creden-
tial for service providers of the new target population. Use the 
search engine located on a national organization’s website (e.g., 
GSA, BIAA) to find credential information using key words such 
as “certification,” “certificate programs,” or “credential.” Many 
accredited colleges and universities offer certificate programs in 
gerontology for students enrolled in graduate degree-granting 
programs or for nondegree seeking students with a bachelor’s 
degree (e.g., a BCaBA). The requirements of gerontology 
certificate programs are often based on the recommendations 
of the Association for Gerontology in Higher Education, the 
educational unit of the GSA. In the area of brain injury, the 
Academy of Certified Brain Injury Specialists (ACBIS) offers 
professionals from multiple disciplines a voluntary national 
certification program that is based on a comprehensive training 
manual. While certification is not always necessary for em-
ployment or billing, the credential provides evidence of your 
commitment, training, and experience to potential employers 
or consumers and the training programs provide a structured 
means for making contact with the literature in the new area.

Task 2: Identify and Manage Employment Opportunities

The strategies described above for Task 1 should be well 
underway prior to attempting to establish direct employment 
because these strategies will directly facilitate success in Task 2. 
The many disciplines that already serve these consumer groups 
(e.g., nursing, psychiatry, physical therapy) are as devoted and 
passionate to their cause as many young behavior analysts are 
about autism and early intervention services. Behavior analysts 
must convince existing service providers and funding agencies 
of the value of behavioral services without posing a threat to 
established service providers and while conveying a shared pas-
sion for serving this consumer group (Bailey & Burch, 2010). 
Without the knowledge and experiences acquired in pursuit of 
Task 1, a behavior analyst could easily appear naively overcon-
fident of their skills or mercenary in their attempts to provide a 
service to novel consumers.

Success in identifying and creating new employment op-
portunities depends heavily on professionalism. The strategies 
described for Task 2 require professional image management 
skills and creativity and flexibility in procuring the actual job 
opportunities. Bailey and Burch (2010) provide an excellent 
guide for developing and using several professional skills that 
will be critical for your success. Brief summaries are provided 
below for a few of the most important skills.

Develop effective communication skills. Devote substantial 
time and energy to developing the ability to communicate 
effectively with professionals from different disciplines (Bailey 
& Burch, 2010). Continue to maintain technical precision 
in discussions with other behavior analysts, but develop a 
repertoire of colloquial descriptions that translate behavioral 
processes and procedures into everyday language for interdisci-
plinary team meetings (Friman, 2010b, p. 28). As an example, 
an intervention plan for a consumer with a TBI might involve 
contingent restoration of the environment to a former state of 
repair some amount of time after a bout of property destruc-
tion has occurred. A behavior analyst could even program 
positive reinforcement for engaging in this restitution. The 
terms punishment or restitution-based overcorrection might be 
accurate and reasonable to use with other behavior analysts, but 
a description that focuses on opportunities for responsibility 
will probably be more effective with professionals from other 
disciplines.

Bailey and Burch (2010) also suggest developing a short, 
succinct description of behavior analysis that can be provided 
in 90 seconds or less and that does not use technical jargon. 
Practice using these descriptions on friends and colleagues 
who are not behavior analysts and ask if the terms and phrases 
seemed understandable and approachable rather than unfamil-
iar or stiff. However, simply avoiding behavioral jargon is not 
enough; behavior analysts must also learn the technical terms 
used within the interdisciplinary community or risk undermin-
ing their own professional credibility. For example, in the area 
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General Strategies Specific Strategies

Develop effective  
communication skills

Develop colloquial descriptions for behavioral processes and procedures
      
Develop a succinct layperson description for behavior analysis (i.e., what it is 
and what you do)

Master important terminology specific to the new population or clinical problem

Increase your  
professional profile

Engage in positive activism and public service 
Become a member and participate in local and national organizations that 
serve the target group 
Contact information distribution sources (e.g., local Area Agencies on  
Aging, BIAA)
Volunteer for human rights boards and advisory boards for agencies
Become involved in advocacy organizations

Follow Bailey and Burch (2010) recommendations for influencing others in 
organizations

Make sure your joining efforts are in areas likely to prove influential
Manage your social impressions on others
Be efficient and effective as you volunteer for tasks

Determine employment  
options

Identify and evaluate your personal constraints (e.g., location, flexibility in 
hours, credentials) against existing employment options and funding streams

Consider direct employment with a provider
Consider consultation to provider agencies, state department, or families
Evaluate whether credentials are required for billing in your state

Create new opportunities for services as described in LeBlanc (2010)

Locate funding sources Partner with local and state information distribution resources 

Market the power  
of behavior analysis

Teach existing providers about behavior analysis
Minimize the coverage of science and data at the outset
Focus on areas of impact that are likely of concern to providers  
(e.g., problem behavior)

Table 3. Identify and Manage Employment Opportunities
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of brain injury, it would be a mistake to use the terms acquired 
brain injury and TBI synonymously because it would suggest 
lack of awareness that TBI is subsumed in the more compre-
hensive category of acquired brain injury and that different 
prognoses and clinical concerns are often evident depending 
on the type of injury. Similarly, in the area of aging, it would 
be a mistake to use the terms dementia and Alzheimer’s disease 
synonymously, as Alzheimer’s disease is only one of the many 
causes of the deficit cluster that we refer to as dementia. Develop 
the right stimulus control for these two communication reper-
toires (i.e., technical, colloquial) by frequently interacting with 
the two target audiences and increasing your interactions with 
professionals in the new area and seeking additional training 
opportunities as indicated in Task 1.

Increase your professional profile. As a new potential provider 
of services, behavior analysts will need to become a publicly 
active and productive advocate for the new target population 
through positive activism, volunteerism, and public service. 
Join local and national awareness and advocacy groups and 
participant in awareness and fundraising events. Such events 
are often coordinated by local and state agencies that serve as 
information distribution sources. Examples of information dis-
tribution sources for aging and brain injury are the local Area 
Agencies on Aging (AAA) and the BIAA, respectively. These 
types of events are usually an excellent place to network with 
providers and influential individuals at the state level. A behav-
ior analyst may also need to work with information distribu-
tion sources that are active within local and state government 
to support and create public policy to promote services and 
funding options. By demonstrating the need at a local level and 
working with agencies and advocacy groups, behavior analysts 
can help to promote policy changes to support behavior ana-
lytic services. Next, consider serving on human rights boards, 
governing boards, and advisory boards for provider agencies. 
These positions are usually unpaid and participation in them 
provides public commitment to quality services beyond any 
personal financial benefit. Participation in these volunteer 
regulatory activities also provides exposure to local and state 
funding mechanisms, provider agencies, and potential avenues 
for employment.

Bailey and Burch (2010) suggest several strategies for 
maximizing success in efforts to become involved in a new 
organization or consumer advocacy community. First, identify 
a leader within an organization (e.g., a local advocacy organiza-
tion) that can facilitate productive and influential involvement 
in new volunteer activities. Second, establish yourself as likable 
by avoiding expressions of strong or controversial opinions 
and asking for nothing within the first several months of your 
involvement. Third, demonstrate credibility and usefulness by 
volunteering for tasks and completing them to high standards of 
excellence. Members of the provider and advocacy community 
will be more likely to refer business opportunities to a pleasant 
and collaborative new provider who has demonstrated com-
mitment to the population through service with local entities.

Determine employment options. The decision to pursue 
direct employment or consultant-based employment should be 
informed by existing opportunities and personal constraints. 
Consider the existing service providers and state infrastructure 
for contracting and funding in your target geographic area. 
Direct employment for an existing provider agency may be an 
option in certain regions of the country. In the area of brain in-
jury, direct employment is an option if the behavior analyst lives 
in a region that has a neurorehabilitation center (e.g., Arkansas, 
California, Colorado, Florida, Illinois, Iowa, Kentucky, 
Massachusetts, Michigan, New Hampshire, Oklahoma, 
Pennsylvania, Texas, Wisconsin, Virginia) or if other provider 
options are already in place. The state or regional head injury 
foundation is a great place to identify these providers. In most 
direct employment options, the behavior analyst will likely be 
tasked with integrating themselves into a system that is based 
on a medical model. Thus, this option requires comfort with 
being the sole behavior analyst in an organization and creativity 
in reforming existing systems to facilitate data-based decision 
making and implementation of strategies to prevent problem 
behavior.

However, direct employment will be improbable for 
behavior analysts with geographic constraints and no local 
neurorehabilitation center. Self-employment as a consultant 
is an alternative option. In the area of brain injury, consult 
to local rehabilitation providers who also provide services to 
people with other disabilities (e.g., individuals with intellectual 
disabilities). Such providers are often part of a larger state coor-
dinated health system (e.g., a Department of Public Health or 
Department of Human Services) and can be found by search-
ing the health system’s website for a provider directory. In the 
area of aging, consult to various constituencies such as families, 
adult day centers, continuing care facilities, nursing homes, 
group homes, or rehabilitation providers. Effective consulta-
tion to companies may make the recipients of the consultation 
amenable to paying a portion of the behavior analyst’s salary 
for regular work.

Practice credentials are important for establishing the va-
lidity of your experience to existing providers and may also be 
required under state regulations for billing and practice rights. 
For example, in Illinois, the Department of Human Services 
(DHS) determines the appropriate providers, services (e.g., as-
sessment, training), and reimbursement for those services (e.g., 
base plus performance, level of funding, cooperative working 
rate agreements) for consumers with brain injuries. These regu-
lations can be found in Illinois by going to the DHS website 
(http://www.dhs.state.il.us) and clicking on the “become a 
provider” link. Other states may be different. In Alabama, these 
same services are regulated by the Department of Public Health 
and are found under laws and regulations on the main webpage 
(http://www.adph.org). Conduct a search using Google with 
the target population (e.g., aging), the word “services,” and the 
name of the state to find the appropriate regulatory system.

In some cases, an entrepreneurial behavior analyst can 
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create an opportunity where one did not previously exist. 
Existing behavior analytic service providers can do this by 
simply incorporating the new population into the existing 
infrastructure (e.g., community-based services for adults with 
intellectual disabilities might be extended to include adults with 
brain injuries or adults with dementia). Alternatively, LeBlanc 
(2010) provides a framework for how to work with an existing 
service provider to incorporate behavior analytic supports with 
grant support. LeBlanc (2010) collaborated with an existing 
day treatment program for adults with intellectual disabilities 
to obtain a Michigan Department of Community Health grant 
to incorporate intensive behavior analytic supports. The grant 
proposal focused on maintaining community-based services for 
individuals who otherwise would have been placed in nursing 
homes due to challenging problem behaviors and safety issues. 
Over time, the project became financially self- sufficient and 
continued to expand in capacity. Although this project occurred 
in conjunction with a university, the general methods could be 
adopted in nonacademic settings with some adjustments.

Locate funding sources. Another strategy for creating 
consultant-based work involves partnering with the local and 
state information distribution sources mentioned above. As an 
example from aging services, the coordinator of the local area 
agency on aging may be aware of existing funding and service 
options for the consultant and can inform potential consumers 
about a new service option or a new provider in the area. Many 
agencies have multidisciplinary teams develop behavioral pro-
gramming without an awareness that some professionals have 
specific training in developing and providing those services. 
In most nursing home settings, interdisciplinary teams that 
do not include a behavior analyst make the majority of treat-
ment decisions rather than a single person (Baker & LeBlanc, 
2011). These teams are often led by medical professionals or 
occupational therapists and their treatment selections often 
involve medication and sensory integration. Administrators of 
nursing homes are often unaware that a behavior analyst has 
the appropriate background and training to provide expertise 
in designing behavior support plans. Effective consultation 
in this role might provide the opportunity to convince the 
organization of the need for a behavior analyst to coordinate 
behavioral programming, data collection and analysis, and staff 
training as a strategy for complying with federal mandates to 
minimizing problem behavior without excessive pharmacologi-
cal sedation. Quality Behavioral Solutions (QBS; http://www.
qbscompanies.com) provides a model of a behavioral consulting 
company that provides training and positive behavior support 
programming targeted to nursing homes (i.e., Geri-Care) as 
well as other potential consumer groups (e.g., schools). Prior 
advocacy efforts should lead to contact with influential people 
in pertinent information distribution sources who can facilitate 
an introduction to program administrators. It is likely that 
administrators have already established relationships to obtain 
funding and may even be able to assist with the process if they 
see the value of your services.

Market the power of behavior analysis. Contact with the 
relevant individuals, agencies, and information distribution 
sources can create the opportunity to use a number of mar-
keting strategies to illustrate the power of behavior analysis. 
Families and professionals that could become consumers of be-
havior analytic supports are probably unfamiliar with behavior 
analysis and may be relatively unfamiliar with science in general. 
Introduce these individuals to behavior analysis and its poten-
tial to impact consumer’s lives using appealing, understandable 
terms that convey values such as respect for individual rights. 
Consider conducting presentations or practical workshops at 
local or regional conferences or advocacy awareness events on 
topics that illustrate immediate benefit for the attendee (e.g., 
positive strategies to manage problem behavior during caregiv-
ing, low effort strategies for increasing engagement and quality 
of life). Though these presentations may not generate immediate 
income, they may prove to be a valuable tool for creating future 
consulting opportunities. When more detailed and technical 
presentations are required, use the strategies described above 
for presentations to nonbehavioral audiences to facilitate suc-
cess in marketing the power of behavior analysis and the broad 
scope of potential application of behavioral principles.

Summary and Conclusions

The pioneers who established our field over four decades ago 
looked toward a future where society would experience large-
scale positive impacts of applied behavior analysis (Baer, Wolf 
& Risley, 1968). For many individuals with autism spectrum 
disorders and intellectual disabilities that impact has occurred 
and services are more universally available than ever before 
because of the growth in our workforce of qualified providers 
(Carr, 2011; Johnston, 2009; Reid, 1991). Behavior analytic 
researchers have documented the same powerful benefits of 
applied behavior analysis in addressing other socially impor-
tant clinical concerns including drug addiction (Silverman, 
Roll, & Higgins, 2008), dementia (Baker et al., 2006; Trahan, 
Kahng, Fisher, & Hausman, 2011), and brain injury (Cowley 
et al., 1992; Slifer & Amari, 2009). However, consumers with 
these conditions and others are still underserved by behavior 
analysts.

Behavior analysts looking for a new challenge have a 
wonderful opportunity to create positive impact on the lives of 
ever-growing segments of our society. In addition to creating 
broader social impact, serving diverse consumer groups can 
increase one’s flexibility to respond to changes in the funding 
and employment landscape. Such an opportunity requires 
careful preparation and planning to accomplish the two im-
portant tasks of developing competence and identifying and 
managing employment opportunities. The strategies described 
in this paper should prove useful in expanding one’s capacity to 
serve new consumers with the powerful technology of applied 
behavior analysis.
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Abstract The rapid growth in the number of behavior ana-
lysts and aspiring behavior analysts creates an imperative for
effective and efficient supervisory practices. Many behavior
analysts receive little to no explicit instruction and mentoring
in supervision practices while they are in training themselves.
Those behavior analysts may then be expected to provide
supervision for a range of individuals soon after graduation
and certification and throughout the remainder of their career.
The papers included in this special issue offer guidance for
establishing and maintaining supervisory relationships, under-
standing the importance of each of the ethical guidelines for
supervision, structuring group supervision experiences, man-
aging problems that can arise during the course of a supervi-
sory relationship, and arranging models of supervision within
human service organizations.

Keywords Ethics . Mentoring . Supervision . Supervisor .

Training

The dictionary defines training as the Bactivity leading to
skilled behavior^ and supervision as the Bact of overseeing,
inspection^ (http://www.merriam-webster.com/dictionary/ci-
tation). In our field, the term training is generally used to refer
to the procedures used to establish new skill sets (e.g., imple-
mentation of a specific procedure, knowledge of basic

behavioral principles). The literature base supporting effective
training practices is vast and long-standing (Reid, O’Kane, &
Macurick, 2011). Procedures such as instructions, live or vid-
eo modeling, rehearsal with feedback to an established perfor-
mance criterion, and ongoing performance monitoring with
booster sessions are well-established and recommended train-
ing practices (Parsons, Rollyson, & Reid, 2012). The term
supervision refers to the broad set of activities that constitute
ongoing oversight of a supervisee’s work. Supervision may
involve training in new skill sets (e.g., discussing behavioral
procedures with professionals from other disciplines), over-
sight of the implementation of previously learned skills with
clients, and modeling in making data-based clinical decisions,
among other activities. The literature base on effective super-
vision practices in the field of applied behavior analysis
(ABA), in stark contrast, is nearly non-existent. Other disci-
plines (e.g., clinical psychology, social work) offer some guid-
ance (APA, 2015; Kraemer-Tebes et al., 2011), but our disci-
pline needs a literature of its own to guide the practice of one
of the most important things any behavior analyst might do.

Effective supervision is critical to the overall development
of our field in that it facilitates delivery of high-quality behav-
ioral services as well as the professional development of both
the supervisor and supervisee. The supervisor is responsible
for oversight all aspects of the applied behavior analytic rep-
ertoire of the supervisee including assessment and treatment
skills and ethical decision-making among others. Thus, the
supervisor must stay abreast of current research in behavior
analysis in order to effectively support the supervisee. The
supervisor also serves the mentoring role of helping to estab-
lish professional values, coaching interpersonal social skills,
and shaping effective organizational and time management
skills that facilitate success in employment settings.

The rapid growth in the number of behavior analysts
and aspiring behavior analysts over the last decade creates
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an imperative for refined, effective, and efficient supervi-
sory practices. Any Board Certified Behavior Analyst
(BCBA) should expect to provide supervision for others,
potentially beginning almost immediately upon becoming
degreed and credentialed. In addition, the new supervision
and experience requirements of the Behavior Analyst
Certification Board create additional imperative for the
development of the supervisory repertoires. The BACB
now requires completion of at least 8 h of training based
on a curriculum covering training and supervision prac-
tices before a BCBA can supervise others (BACB, 2012).
In addition, ongoing continuing education units must in-
clude coverage of the topic of supervision in each recer-
tification cycle.

While a minimum of 8 h of training is a start towards
improved supervision in our field, this training is an ac-
knowledged minimum requirement rather than the full
preparation and mentoring that one needs to become an
effective supervisor. The BACB also provides a variety
of guidelines covering the timing, documentation, content
and structure of the supervision, and practice of those en-
gaging in ongoing practice of behavior analysis or the ac-
crual of experience hours towards a credential. However,
these requirements and guidelines represent the form and
structure of supervision rather than the functional
components that are likely to produce well-trained young
professional behavior analysts. Effective supervision is far
more than a meeting that meets the basic requirements
established by our credentialing body. One functional com-
ponent of effective supervision is the establishment and
maintenance of a meaningful, sustained relationship that
is predicated on clear and reasonable expectations of both
the supervisor and supervisee. Our field needs conceptual-
ly sound supervision practices that can be tested for effec-
tiveness and refined based on those experimental
evaluations.

We are pleased to feature seven papers in this Special
Section of Behavior Analysis in Practice. Each paper covers
some common supervision practices but also particular com-
ponents which contribute to supervision implementation and
effectiveness.

Sellers, Valentino, and LeBlanc present several recom-
mended guidelines for conducting individual supervision with
ABA practitioners. Their proposed procedures emerged from
an initiative to standardize practices at a human service agen-
cy. Accordingly, the recommendations are informed by prac-
tical considerations that prevail in most applied settings. The
paper includes useful appendices for following the practice
guidelines.

Turner, Fischer, and Luiselli construct a practice model for
behavior analytic supervision which is linked to the BCBA
Supervision Training Curriculum Outline (Behavior Analyst
Certification Board, 2012) and the Professional and Ethical

Compliance Code for Behavior Analysts (Behavior Analyst
Certification Board, 2014). Notably, they emphasize that
competency-based models allow for systematic measurement
and evaluation of supervisor and supervisee behavior through-
out the supervision process.

The focus of the paper by Sellers, Alai-Rosales, and
MacDonald concerns the ethics of supervision in behavior
analytic practice. They examine the seven subsections of the
behavior analyst as supervisor section of the BACB
Professional and Ethical Compliance Code for Behavior
Analysts (Behavior Analyst Certification Board, 2014). With
emphasis on ethical distinctions and challenges, various case
examples illustrate specific issues related to supervisory
activities.

Sellers, LeBlanc, and Valentino detail several problems
that may arise during supervision, sometimes within the
supervisory relationship itself, or due to a supervisee’s
interpersonal and professional skills. This paper proposes
strategies to identify and overcome the barriers to success-
ful supervision. The authors also advise supervisors about
steps that can be taken to continuously monitor and im-
prove supervisory competencies.

Group supervision, the topic reviewed by Valentino,
LeBlanc, and Sellers, is frequently implemented with ABA
practitioners. The paper discusses some of the unique charac-
teristics associated with group learning formats and how they
can motivate performance of supervisees. Several recommen-
dations are included for organizing group supervision sessions
with maximum benefit.

The two remaining papers focus on supervision models
within human service organizations for individuals who have
autism spectrum disorder (ASD). Hartley, Courtney,
Rosswurm, and LaMarca describe an apprenticeship arrange-
ment between supervisors and future behavior analysts in or-
der to meet the supervision standards that the BACB requires.
The paper presents data which document the effects of this
supervision model. Dixon et al. also report data from a study
that evaluated the impact of supervision intensity, supervisor
qualifications, and caseload on several ABA treatment out-
comes. Their findings have several implications for following
and possibly revising the current BACB supervision
guidelines.

In summary, the papers contained in this special issue of
Behavior Analysis in Practice highlight many consider-
ations for conducting high-quality behavior analytic super-
vision. Moving forward, more research is needed to eval-
uate the impact of supervision practices on the behavior on
supervisees, learning objectives achieved by service recip-
ients, and process variables such as frequency and amount
of time devoted to supervision. Presently, we have little to
no evidence support for most of the reasonable and face-
valid supervision guidelines presented and recommended
in these papers.
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Similarly, it would be valuable to design and test assess-
ment protocols that supervisors and supervisees can use to
evaluate distinct components of supervision. In effect, we
might envision a functional behavioral assessment of supervi-
sory practices. Such assessment, through rating scales, behav-
ior checklists, and perhaps direct observation, would have the
objective of isolating procedures and conditions that are asso-
ciated with exemplary performance, procedural fidelity, and
social validity.

Supervision practices and guidelines will be advanced
further by surveying supervisors, supervisees, and trainees
in different settings (e.g., public schools, human service
organizations, colleges-universities) and with reference to
different supervision requirements (e.g., BCBA, BCaBA,
RBT). Numerous practical exigencies apply here, for ex-
ample, the number of individuals being supervised, other
responsibilities of supervisors, the ever-changing profiles
of service recipients, available resources, and administra-
tive decision-making, to name just a few. We should not
expect supervision practices and outcomes to improve
without soliciting feedback and direction from the indi-
viduals conducting and receiving supervision.

Our hope is that this special issue of Behavior
Analysis in Practice promotes more widespread knowl-
edge about supervision within ABA, the factors that
govern effective supervision, measures of supervision
success, and the complimentary and distinctive perspec-
tives between supervisors and supervisees. As other dis-
ciplines have recognized, there is a rigor and science to
delivering supervision (American Psychological
Association, 2015; Frank et al., 2010; Kraemer-Tebes
et al., 2011). The same priority is apparent within
ABA. Accelerating the study of supervision will pro-
duce better behavior analytic services, new generations

of skilled supervisors, and fertile ground for further re-
fining optimal practices.
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Abstract The supervision of professionals in the field of be-
havior analysis is multifaceted. The BACB® Professional and
Ethical Compliance Code for Behavior Analysis provides
guidance for effective supervisory practices, as supervision
impacts both the supervisee and the consumers. The purpose
of this article is (1) to discuss rationales and consequences
relative to supervision issues, (2) to provide directions for
professional development in each of the seven identified su-
pervisory areas within the code, and (3) to set the occasion for
critical discourse relative to supervision. Case examples are
used to illustrate each of the seven supervisory subcompo-
nents of the BBehavior Analysts as Supervisors^ section of
the Code. A rationale is provided for each component, as well
as a discussion of possible undesirable consequences resulting
from not following the rule. While the code provides clear
expectations of the desired behavior, this article explores more
of the subtle nuances inherent in each section of the supervi-
sion code, with the goal of achieving a better understanding of
the Code and enhancing supervisory skills.

Keywords Ethics . Mentoring . Supervisee . Supervision .

Supervisor . Supervisory

The field of behavior analysis relies heavily on supervision to
shape and maintain the skills of professionals. Supervision is
multifaceted, involving competence in the specific areas of
practice, establishing clear performance expectations, ensur-
ing skill mastery, correcting performance errors and issues
when they arise, and keeping supervisees motivated such that
the desired performance continues (Reid, Parsons, & Green,
2012, p. 3–4). All individuals seeking any level of registry or
certification from the Behavior Analyst Certification Board®
(BACB®) require supervision from a qualified Board
Certified Behavior Analyst during the accumulation of expe-
rience hours. Individuals who become Registered Behavior
Technicians™ (RBT™) or Board Certified Associate
Behavior Analysts® (BCaBA®) must continue to receive on-
going supervision to maintain their status. The BACB
Professional and Ethical Compliance Code for Behavior
Analysts (hereafter referred to as the Code), includes a section
devoted to BBehavior Analysts as Supervisors^ that covers
specific issues related to supervisory activities (Professional
and Ethical Compliance Code for Behavior Analysts 5.07,
Behavior Analyst Certification Board, 2014a, b). While this
paper cites the current code system, it is assumed that the
relevance of the rationales and risks presented herein tran-
scend a particular structure and will continue to apply to future
versions of the Code.

Supervisory practices not only impact supervisees and con-
sumers directly but also have implications for the field of
behavior analysis and for future BCBAs and consumers. As
individuals move into the role of providing supervision to
others, it is likely that they will engage in the behavior
modeled for them by past supervisors. In this way, an endless
cycle of either ethical and productive behavior or unethical
and inappropriate or harmful behavior may be created. The
BACB provides ongoing guidance through the website and
newsletters regarding the schedule and nature of supervisory
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activities for each level of practice. The BACB also provides,
through the Code, ethical requirements and a vehicle for dis-
ciplinary action when violations of the Code occur. The guid-
ance and requirements of the BACB are described in a manner
that should produce rules following behavior, wherein the
rules exert antecedent control over the behavior, as opposed
to individuals contacting the direct environmental contingen-
cies (Skinner, 1969). The consequences of unethical practice
are not always clear. Furthermore, it is not guaranteed that
every instance of unethical behavior will contact conse-
quences that shape the individual away from engaging in that
response. For that reason, disciplines develop ethical rules and
consequences to guide practitioners when direct contingencies
may not provide sufficient protection. The Codewas informed
by the ethical codes of related disciplines and then tailored to
behavior analytic practice by an expert panel (BACB,
September 2014a, b). The Code contains only rules, not ex-
amples or elaborations. There remains a need for resources
that provide a more in depth description and discussion of
the environmental contingencies related to ethics and supervi-
sion. Such resources should assist behavior analysts in engag-
ing in a full and thoughtful application of the Code and con-
tribute to a cycle of ethical responding across generations of
behavior analysts.

Developing an understanding of the rationales for the spe-
cific supervisory subsections of the Code, as well as exploring
the potential detrimental consequences that could result from
failure to adhere to the Code, may facilitate a deeper under-
standing of the rules, conditions, and requirements. This, in
turn, may lead to a more robust ability to critically apply the
information to the wide variety of real life situations in which
a behavior analyst may find herself. It is likely that responding
in a manner that comports with the Code is, in some circum-
stances, in contrast with the first response that might be emit-
ted, particularly by a novice behavior analyst. It is also possi-
ble that optimal responding in accordance with the Code, in
some instances, requires more effort. In short, engaging in a
critical analysis of the rationale and possible consequences
surrounding the ethics of supervision may help us to better
understand the expectations set forth, which may lead to be-
havior analysts proactively engaging in behavior more aligned
with the Code, even when that behavior is effortful.

The purpose of this paper is threefold: (1) to provide a
discussion of the rationales and possible consequences rela-
tive to specific ethical supervision issues, (2) to provide direc-
tions for professional development in each of the identified
areas, and (3) to set the occasion for critical discourse relative
to supervision components and contingencies. The paper was
developed to add to the body of literature and resources ap-
propriate for ethics courses, supervision activities, journal
clubs, and personal professional development. It is important
to clarify that whereas supervision can refer to activities car-
ried out in the course of overseeing a clinical case, it can also

refer to the activities provided directly to the individual
supervisee, and this paper focuses on the latter. The informa-
tion provided is gleaned from supervision research, both with-
in and outside of the field of behavior analysis, as well as our
collective 80+ years of experience as supervisors. In the fol-
lowing sections, we review each of the Code’s seven supervi-
sory subsections. We provide a rationale for why the specific
rule was likely included, as well as a discussion of the possible
undesirable consequences that might arise should an individ-
ual fail to uphold the code. For each subsection, we also pro-
vide specific case examples and development resources. The
case examples included are composites of actual cases, where-
in specific details (e.g., names, locations, clinical settings)
have been altered to ensure confidentiality. Finally, the appen-
dix includes a list of potential questions and activities that may
act as a study guide or a method for assessing level of under-
standing of the code to be used in courses, professional devel-
opment workshops, or during supervision activities.

BBehavior Analysts as Supervisors^

This section of the Code is devoted to supervision and indi-
cates that a supervisor’s scope of responsibility is broad.
Specifically, it states that the supervisor Bmust take full re-
sponsibility for all facets of this undertaking.^ (BACB Code,
2014a, b, p.13). This language sets the tone that supervision
duties should be taken seriously and only with a full under-
standing of the requirements and responsibility that come with
this position. It is incumbent on the supervisor to have a deep
understanding of these requirements, to behave in accordance
with them, and to shape the behavior of supervisees. Before
beginning to provide supervision, we suggest that a behavior
analyst reread this section of the Code, along with this article,
and engage in a self-assessment to ensure that she fully under-
stands the scope of the role.

5.01 Supervisory Competence: BBehavior Analysts
Supervise Only Within Their Areas of Defined
Competence^

This subcode of 5.0 instructs the supervisor to provide super-
visory activities that are inline with the supervisor’s area of
competence. This directly aligns with code 1.02, indicating
that a behavior analyst’s clinical, teaching, and research activ-
ities are restricted by the individual’s level of competence in
those activities or topics. It also agrees with 1.05 that requires
non-discriminatory interactions. Furthermore, if the behavior
analyst does not have the needed competencies, they are re-
quired to make referrals or get training or consultation in order
to competently meet the needs of the situation. Subcodes 5.02,
1.02, and 1.05 are critical in protecting consumers from
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receiving services from individuals who are not equipped to
practice in a given area. These subcodes also function to pro-
tect supervisees from developing faulty or inadequate reper-
toires, which provides a degree of future protection to all con-
sumers and supervisees with whom the individual supervisee
may eventually work. Furthermore, there is indication that a
supervisor’s competence will affect their ability to effectively
train in the particular area of practice (McGimsey, Greene &
Lutzker, 1995). Finally, these codes ensure the integrity of the
field, including clinical practice and research, by restricting
areas of specialization to those who are appropriately trained
in a given topic or area.

One can imagine a wide variety of examples that pertain to
practicing outside of competency. For example, experience
exclusively with adolescents may not immediately translate
to the ability to provide effective supervision to those serving
very young consumers or gerontology consumers due to dif-
ference across the consumer’s life span (e.g., goals, behaviors,
stakeholders, physiologies, procedures, settings) that will af-
fect the outcomes of intervention and must be considered in
planning. Areas of competency might also include diagnoses
of the consumers. For example, providing behavior analytic
services to cognitively intact adults with mental health needs
will not likely prepare a behavior analyst to supervise an in-
dividual providing clinical services to children with intellec-
tual disabilities. Similarly, one may have worked with individ-
uals who have a single diagnosis but not with those who have
a dual diagnoses, such as a child with autism and Down’s
syndrome.

In addition to age and diagnostic markers, there are also
considerations related to competent supervision under varied
cultural conditions. Some of these may involve legal issues,
some ethical dilemmas, and some cultural conflicts. The Code
clearly states it is the responsibility of the behavior analyst to
either be culturally competent or to obtain training and super-
vision to become competent (BACB Code, 2014a, b, p. 5). At
the same time, the code was developed in a predominately
western hegemonic context and contains rules that may appear
to be at odds with some groups. Guiding the supervisee
through these areas is clearly within the domain of supervi-
sion. The supervisor must have competency in these areas in
order to competently assist the supervisee. For example, there
may be issues related to parental rights for a same-sex couple
in localities where same-sex marriages are not recognized.
Such issues could affect how informed consent for treatment
is carried out and how a supervisor would direct her staff to
navigate such situations in non-discriminatory and beneficial
ways. Other examples include conflicts related to cultural
norms, such as hospitality. A skilled supervisor can help the
supervisee with behaving in a respectful manner and to com-
ply with the Code without appearing rude or uncivilized. It
should be noted, however, that for some of these issues, there
is no easy solution. For example, in some cultures, offering

and accepting a glass of tea is the equivalent of saying please
and thank you. The Code was not developed by those cultures,
and therefore, some cultural negotiation and communication
may be in order. Given that these situations are varied and
complex, the critical thing that a supervisor can do is to help
supervisees learn to identify potentially difficult situations and
engage in thoughtful and critical problem solving. Similarly, if
a family maintains a particular method of daily repeated
prayers that is not shared by supervisees, the supervisor
should be in a skilled position to help educate the supervisee
as to how to accommodate the family practices into treatment
in a way that is accepting and non-judgmental. The above
examples and descriptions are not exhaustive. For a
discussion of the importance of cultural awareness, as well
as strategies for assessing and developing such awareness,
we direct readers to the article by Hughes Fong, Catagnus,
Brodhead, Quigley, and Field (2016) and a seminal text by
Lynch and Hansen (1992). The critical point is that the super-
visor understands her competencies and has the skills to iden-
tify when a competency is lacking and make a referral, decline
supervision, or pursue knowledge and skills that will allow
competent supervision.

Consider a BCBA supervisor named June who completed
her training and post certification work in early intervention
preschools for children with autismwhere she focused primar-
ily on skill acquisition programming and addressing mild
problem behavior. The company June currently works for
provides early intervention as well as residential services for
adults with severe problem behavior. June begins to provide
supervision for an individual pursuing certification whoworks
in the adult residential program. The supervisee is assigned to
a new adult consumer who engages in high levels of severe
self-injury resulting in tissue damage. June’s supervisee indi-
cates that he would like to conduct a functional analysis (FA)
to determine the function of the behavior, but June’s only
training on FA consists of reading a few articles in a course
in her Master’s program. She feels confident that collecting
descriptive data will provide the needed information about the
function. June instructs the supervisee to collect descriptive
data for 2 weeks and, upon review of the data, concludes that
the self-injury is automatically maintained and oversees the
development of the intervention plan. To June’s surprise, after
a month of implementing the intervention, not only has the
consumer’s behavior not reduced but it has also increased in
frequency and intensity.

June’s situation, which is all too common, illustrates the
increased risk of harm that consumers may be exposed to
when behavior analysts provide supervision in an area that is
not commensurate with their experience and training. This
example could have taken a different turn if June had ac-
knowledged that this case was outside her area of competence.
In such a case, she could have discussed this with her own
supervisor and identified other options, such as transferring
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the case and supervisee to a clinician with experience
assessing and treating severe problem behavior.

It should be clarified that a behavior analyst is not forever
restricted to practice and supervise in the narrow area of his
original training. Behavior analysts can access mentorship,
supervision, and experience in new areas and with new pop-
ulations. There is some evidence that working across areas,
with guidance, might even strengthen problem-solving reper-
toires (Trivette, 2005). LeBlanc, Heinicke, and Baker (2012)
provide guidance on how to develop competency in new
areas. They suggest four areas for development: (1) contacting
the literature related to the new competency area, (2) engaging
with professional groups in the areas of practice, (3) directly
pursuing training and supervision on the specifics related to
the new area, and, finally, (4) identifying any particular
credentialing requirements for practicing in that area. In
June’s case, she should have either declined supervision of
this trainee or pursued additional supports, such as those de-
scribed by LeBlanc and colleagues, so that she could ethically
supervise outside of her area of competence. In doing so she
would have provided her trainee with the effective skills and
the consumer would have received appropriate treatment and
not been subjected to further harm.

5.02 Supervisory Volume

Supervisors are responsible for shaping future behavior ana-
lysts, which will determine, in large part, the course of the
field. One of the key components of behavioral intervention
is an emphasis on measureable effectiveness. To be an ethical
supervisor of practitioners, it is critical that behavior analysts
are thoughtful in taking on a volume of supervisory activities
that is commensurate with their availability to provide high
quality, effective supervision resulting in high quality, effec-
tive behavioral analytic services. In other words, subcode 5.02
is concerned with the number of supervisees a behavior ana-
lyst accepts supervisory responsibility for at any given time.
Behavior analysts taking on a volume of supervisory activities
beyond their ability to be effective may result in the failure to
develop adequate skill repertoires or the development of prob-
lematic skills, with their supervisees. This, in turn, could be
harmful to consumers, or to future supervisees, should the
person become a supervisor.

Why would a supervisor take on so many supervisees that
his effectiveness is compromised? In many cases, it appears
that supervisors are responding under negative reinforcement
contingencies. That is, there are a lot of people who need help
and training. Many behavior analysts enter the field to allevi-
ate problems and have an inclination to help everyone (to stop
the aversive situation). That is not possible. The ethical re-
sponse is to only supervise as many people as can be fit logis-
tically and technically into the supervisors’ schedule while

maintaining effectiveness for consumers and supervisees.
There are, of course, less praiseworthy situations. There may
be substantial financial benefit to supervisors (positive rein-
forcement contingency) or supervisors may be directed by
employers to take on an inappropriate number of supervisees
(a coercive contingency). Finally, sometimes, the problem is a
skill deficit, such as lack of organization and planning skills.

Let us consider the case of Davida. She works in a mid-
sized city in a region that has very few behavior analysts. Like
the rest of the world, there are an increasing number of chil-
dren with autism in her city in need of effective services.
Davida was fortunate that she had finished both her under-
graduate and graduate degrees in behavior analysis and was
one of the first BCBAs in her region. She was also responsible
for helping start an affiliate ABAI group in her region and a
treatment center in her town. Over the course of 5 years, she
continually encouraged her colleagues to pursue graduate
training to meet the needs of her area. Davida is enthusiastic
and has a lot of energy, but over the course of time, she found
herself committing to the supervision of more and more staff
and colleagues. She tried combinations of group, individual,
and teleconferencing supervision to effectively manage the
volume. She eventually found herself canceling supervisory
sessions, not scheduling meetings within the time frames re-
quired by the BACB, and spending less and less time actually
observing and giving feedback on performance. She began to
get a terrible reputation among other service providers, and
eventually, the funding was withdrawn from her center due to
abuse allegations that staff, which she was supervising,
harmed a child in her center.

Davida’s case demonstrates an unfortunate outcome of in-
appropriate supervisory volume. When she had an appropriate
number of supervisees, she was an effective practitioner and
supervisor. However, as the volume of supervisees increased,
her efficacy decreased. Ultimately, section 5.02 of the Code
clearly indicates that one should take a functional approach in
determining supervision caseload. Specifically, supervisors
are directed to take on only the volume of supervisory cases
or duties that will allow for delivery of effective, high quality
supervision to the supervisees (BACB Code, 2014a, b).

With regard to Davida’s example, several courses of action
may have prevented her ethical downfall. First, a clear sched-
ule that allowed for appropriate supervision time for each
supervisee, as well as her other clinical responsibilities (if
there were no slots in her schedule, she could not add
supervisees); second, supervisory evaluation mechanisms
(for more detail, see the proceeding section on evaluation);
and finally, a community of practice to support her profession-
al development as a supervisor and a leader in her community.
Ellis and Glenn (1995), Lattal and Clark (2005), and Bailey
and Burch (2010) offer suggestions for creating environments
that support ethical and effective behavior analytic repertoires.
Some of these recommendations involve creating ongoing
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verbal communities that review rules and provide feedback
and having trusted colleagues to help problem solve through
ethical dilemmas. If Davida had organizational structures,
evaluation feedback, and a community of practice, she would
likely have had a different outcome and been able to continue
her leadership role in her region.

5.03 Supervisory Delegation

The supervisory relationship extends to the tasks and under-
takings the supervisor assigns to supervisees. Therefore, it is
incumbent on the supervisor to confirm that the supervisee has
the required skill set to effectively carry out a given task.
Allowing a supervisee to carry out a task for which s/he does
not have the requisite skill set may expose the supervisee,
coworkers, and/or consumers to safety or ethical risks (e.g.,
implementing a behavior reduction intervention could lead to
injury; addressing a critical topic with a family or staff could
lead to ethical violations).

It is also part of the supervisory responsibility to identify a
task or activity that a supervisee should be able to carry out but
cannot (due to lack of skill) to be independent and effective. It
is then the supervisor’s responsibility to identify or create an
opportunity for the supervisee to acquire the said skill. Failure
to ensure that a supervisee acquires the skills necessary to
safely and ethically carry out the critical tasks associated with
her jobs puts future consumers and coworkers at risk of harm.
In addition, failure to address a supervisee’s needs and deficits
may model for the supervisee that it is acceptable for her to do
so when she assumes a supervisory role in the future.

Let us examine the case of Michael. Michael has a team of
RBTs working under his supervision in a community-based
residential facility. Michael is the BCBA-D responsible for the
programming and supervision of five young men with disabil-
ities who live in a group home. One of the supervisees,
Carmen, has worked in the homes for several months. She
went through initial RBT training, reaching mastery criteria
quickly and beyond expectations. She performs very well on
all her assigned tasks.Michael encourages Carmen to pursue a
Bachelor’s degree and BCaBC certification. The agency
where Michael works is opening up a new home and as his
time is spread more thinly, he begins to ask Carmen to take
more responsibility. The parents of one of the young men
would like him to come home for weekend visits, and they
request training on how to manage his challenging behavior.
Michael asks Carmen to train the parents. She gives them a
copy of the behavior management plan and describes the pro-
cedures. The young man goes home and attacks his younger
sister, leaving her in the hospital with multiple injuries.

Carmen had not gone through training to deal with behav-
ior challenges across multiple settings, and RBTs are only to
assist, not conduct, parent training. Further, Carmen had not

received instruction on how to implement effective training,
telling a parent what to do is not the same as training.
Although Carmen performed well in her RBT role, training
the young man’s parents was beyond the scope of her abilities
and responsibilities and should not have been delegated.

One of the best ways to prevent such ethical difficulties in
supervision is to have clear descriptions of both responsibili-
ties and prohibitions. In this way, all parties are clear on which
tasks and activities are allowable. In this case, the RBT role is
relatively new and has restricted clinical responsibilities that
are specified on the BACB website. Listing out the tasks and
actions that are allowable and prohibited can have two direct
benefits. First, and foremost, it allows the supervisor to have a
conversation with the individual about the practical and ethi-
cal implications of proper training and preparation. Second,
reviewing the lists may provide the supervisee with a clear
understanding of what the job requirements might be for the
next level of her professional development.

5.04 Designing Effective Supervision and Training

Using the principles of behavior analysis to design effective,
evidence-based supervision and training is best practice and
increases the probability of achieving optimal outcomes.
Doing so also ensures that high-quality supervision is
modeled for the supervisee. Failure to model use of effective
supervision and training may result in the supervisee provid-
ing poorly designed, ineffective, or coercive supervision in the
future.

There are two key points to understand when designing
effective training and supervision programs for behavior ana-
lysts. First, there are specific disciplinary requirements de-
scribing the features of effective, evidence-based supervision
that is grounded in the knowledge of basic principles (BACB,
Supervisor’s curriculum). These requirements entail the use of
effective and ethical methods that meet defined goals, as well
as professional and legal mandates. Second, supervision, like
intervention, has a research evidence base and the supervisor
has a responsibility to keep up with advances in training. That
is, new procedures will be developed and evaluated,
contributing to the evidence base on effective supervision.
This research literature should be contacted on a regular
basis and incorporated into supervision as appropriate. Carr
and Briggs (2010) offer a series of recommendations for main-
taining regular contact with the literature. At the most basic
level, the supervisor must have access to journals publishing
research on effective methods for teaching adults to produce
behavior change. Careful selection and arrangement for fre-
quent accessibility (e.g., bookmarks, alerts, aggregators, jour-
nal reading, and discussion clubs) are most likely to put the
supervisor in contact with relevant advances.
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Let us look at two examples, one regarding effective train-
ing procedures and one regarding ethical misconduct. Jamal
was a BCBA who had been in practice for 5 years and a
supervisor for 1 year. He was responsible for the supervision
of staff in an early intervention program. His typical supervi-
sion practice was to conduct assessments, develop baseline
measures, design and implement the general teaching protocol
himself, and then to train the staff using behavioral skills
training. Modeling was an important component, as timing
and reinforcer selection were critical to the success of the
procedures. Jamal was to supervise Lucy, a woman 20 years
his senior who presented as having extensive knowledge of
the procedures. Jamal felt disrespectful and self-conscious
modeling for an older person who seemed to know what she
was doing. He gave her the protocols without the modeling
component of training. The data from the children she served
suggested that she did not implement the procedures correctly;
they made very little progress. Regardless of Lucy’s confi-
dence in her skills, Jamal should have provided the modeling
as part of the initial training package. At the veryminimum, he
should have observed her following training and provided
follow-up coaching and modeling as soon as it became clear
that the procedures were not implemented correctly.

Our second example focuses on Robert who was a BCBA
supervising in a facility that served people with traumatic
brain injury (TBI). The facilities were located across several
states; some states required certification of TBI practitioners,
and one of the states did not allow funded TBI practice under
the professional title of Bbehavior analyst.^ Robert met the
qualifications mandated by all the involved states, as he was
both a BCBA and a rehab counselor. His supervisees, howev-
er, did not meet the licensure requirements and were billing
and practicing as behavior analysts. He allowed this practice
to continue. This was a problem of meeting locality require-
ments and Robert was knowingly allowing his supervisees to
commit fraud. Although he supervised their practice in a high-
ly effective evidence-based manner and his staff demonstrated
appropriate and proficient use of techniques producing favor-
able outcomes, this was an ethical breach of 5.04, as they were
not meeting the legal requirements of the state that required a
license. Robert should not have allowed the staff to work and
bill as behavior analysts.

5.05 Communication of Supervision Conditions

The BACB requires supervisors to provide the supervisee
with a written breakdown of the supervision conditions at
the beginning of the supervisory relationship. Providing clear
descriptions of the scope and content of supervision allows for
both parties to make an informed agreement to proceed. A
technological description of the scope of the relationship en-
sures that each person understands the requirements of the

supervisory relationship (e.g., time requirements, content to
be covered, determination of skill and concept mastery, con-
ditions under which a supervisor may refuse to sign a super-
vision form, etc.) and will likely reduce future misunderstand-
ings. Engaging in a thoughtful and thorough review of the
supervisory relationship is one of the first opportunities for a
behavior analyst to model for the supervisee.

Entering into a supervisory relationship without making
expectations clear at the outset may result in a mismatch be-
tween the supervisee and the supervisor’s perceptions about
things such as the purpose and scope of the relationship. This
could lead to confusion and disputes about which activities
and tasks are appropriate for the parties to expect of one an-
other or whether a task or content area has been met. It is
possible that these issues could lead to a supervisor refusing
to sign supervision forms and to a supervisee losing experi-
ence hours. Behavior analysts can access practice guideline
articles specific to supervision that provide recommendations
for structuring supervision for success (Sellers, Valentino, &
LeBlanc, in 2016; Turner, Fisher, & Luiselli, 2016).

To illustrate some of the potential issues resulting from
failing to clearly communicate the supervision conditions, let
us take a look at the case of Tyson and Sarah. Sarah is a BCBA
with 4 years of experience providing supervision to individ-
uals accruing fieldwork experience. She is providing supervi-
sion to Tyson who works as a paraprofessional in a special
education classroom. She takes notes for herself at the end of
each supervision meeting and assumes that Tyson is doing the
same. She spends several supervision meetings discussing di-
mensions of applied behavior analysis with Tyson, but based
on her notes, she determines that he is not mastering the con-
cepts. At the next supervision meeting, she tells Tyson that she
will not sign his supervision forms until he masters these con-
cepts. Tyson is confused, as he had no idea that she would
withhold her signature, nor how she was measuring his per-
formance; he thought that they were just discussing the con-
cepts. Tyson submits a complaint with the BACB for a poten-
tial violation of Code 5.07.

In Sarah’s scenario, the issue is not that she had certain
performance standards or that she wanted to withhold
signing off on the hours, the issue is that she did not clearly
outline and discuss with Tyson the performance expectations
and conditions under which she might refuse to provide her
signature. This could have been avoided by taking the time
to systematically outline and review critical components. As
behavior analysts, we should use the tools and strategies
provided to us by our science in all facets of professional
activity. Borrowing from the behavior skills training (BST)
literature, supervisors should implement the first two steps of
behavior skills training (description and written summary) at
the start of the supervisory relationship to clearly indicate the
scope of the supervisory activities (Parsons, Rollyson, &
Reid, 2012).
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5.06 Providing Feedback to Supervisees

Because the focus of the supervisory experience is to gain
knowledge and skills, positive and corrective feedbacks are
essential components of that process. The supervisor should
design systems using the principles of applied behavior anal-
ysis to ensure that the desired effects are obtained (that is,
shaping and acquisition of skills to criterion). Failure to use
effective feedback and reinforcement may result in the
supervisee not acquiring a skill or acquiring ineffective, faulty,
or potentially harmful skills. Furthermore, if poor feedback
and reinforcement systems are modeled for the supervisee,
the supervisee may employ the same methods once s/he be-
comes a supervisor.

Given that behavior is most effectively shaped when con-
sequences closely follow the relevant behavior, supervisors
should design systems that allow delivery of reinforcement
and feedback in a timely manner. This increases the likelihood
that the desired change in the supervisee’s performance will
occur and also models effective supervisory behavior for the
supervisee. Because the supervisor is responsible for signing
off (or not signing off) on the experience hours, the supervisor
must collect data to document areas covered, skills acquired,
persistent deficits, feedback provided, and other relevant in-
formation. A supervisor’s failure to document progress and
feedback provided to the supervisee prevents the supervisor
from assessing the data and using those data to make decisions
about supervisory activities. Lack of documentation may also
result in future disputes should the supervisor refuse to sign a
supervision form or elect to discontinue the supervisory rela-
tionship. Behavior analysts can access the field’s ample re-
sources on reinforcement for guidance (Bailey & Burch,
2010; Lattal, 2012; Reid et al., 2012; Turner et al., 2016).

For this section, we will discuss the case of Jack, a BCBA
with 2 years of experience of supervision to clinical staff at a
center for children with autism. Jack conducts in vivo obser-
vations of his supervisees, as well as office meetings. During
in vivo observations, he observes quietly and does not take
notes, as he does not want to intimidate the supervisees. He is
very pleasant in his interactions with his supervisees, and in
meetings, he provides frequent general praise statements.
However, he rarely provides any sort of critical evaluative or
corrective feedback, despite the fact that each of his
supervisees has at least one area of significant concern to
him. When Jack does provide corrective feedback, it is typi-
cally during meetings in his office, up to a week after the
observation occurred, and it presented as Bsomething to con-
sider working on.^ As a result, his supervisees perceive that
they are doing very well and do not engage in critical self-
evaluation. A few supervisees who were jointly supervised by
a BCBA who was more direct and timely with her feedback
have asked to be supervised solely by Jack. Another
supervisee of Jack’s demonstrated significant and consistent

performance issues resulting in stalled acquisition for several
consumers. When Jack finally provided an unfavorable per-
formance evaluation for one of his supervisees, she became
very upset, stating that he had not addressed the concerns nor
did he provide her with documentation.

Jack’s case highlights several possible risks associated with
poor feedback and reinforcement systems. On the one hand,
providing general praise might make a supervisee feel com-
fortable, but it does not shape up desired repertoires. Doing so
might also result in a false sense of competency and an inabil-
ity to evaluate and tact one’s own strengths and deficits. On
the other hand, failing to provide timely and specific feedback
about performance issues may result in the development of
insufficient skills and negatively impact the progress of
consumers.

5.07 Evaluating the Effects of Supervision

It is required that supervisors evaluate the effectiveness of the
supervision provided so the s/he can make data-based deci-
sions related to continuing with the supervision activities or
making modification to enhance effectiveness. Supervision is
evaluated at three different levels: (1) consumer performance,
(2) staff performance, and (3) supervisor performance. The
supervisor must be able to assess if the supervision activities
are effective at establishing a successful supervisory relation-
ship (i.e., the supervisee regularly attends meetings, completes
tasks, seeks out the supervisor’s feedback and guidance,
makes changes to own behavior based on supervisor feed-
back), increasing the supervisee’s knowledge, skills, and ef-
fectiveness in the targeted areas (i.e., consumers make prog-
ress, staff implementation with fidelity) and establishing a
relationship between supervision practices and consumer
and staff performance. If changes need to be made, the super-
visor must evaluate if those changes were effective at produc-
ing the desired effects. In evaluating the effectiveness and
outcomes of the BA’s own supervision, s/he models
evidence-based supervisory/training practices and data-based
decision making for the supervisee.

If the supervisor fails to evaluate the effectiveness of the
supervision provided, three risks are posed. First, the supervi-
sor could be providing effective supervision but not specifi-
cally evaluating the effects, which may reduce the supervi-
sor’s ability to replicate those effects with subsequent
supervisees. Second, the supervisor could continue to provide
ineffective supervision, which increases potential risks to cur-
rent and future consumers, as well as poses the risk of the
supervisee emulating the ineffective supervision practices in
the future. Third, the supervisor could unknowingly provide
damaging supervision, thereby doing harm to the current
supervisee and potentially consumers, as well as the future
risks listed in the second point.
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Critically evaluating the effects of supervision is perhaps
one of the hardest areas of the supervisor’s responsibilities.
Building in the time and systems to evaluate across consumer,
supervisee, and supervisor performance and pinpoint if the
barriers reside in the supervisor’s behavior can be effortful
and require a willingness to engage in self reflection. A func-
tional relationship between a supervisor’s behavior and con-
sumer and staff performance can sometimes be difficult to
evaluate. The BACB Supervisor Curriculum Outline recom-
mends a multipronged approach with multiple sources of data
that include objective measures of performance goals, as well
social validity measures at each of the three levels (BACB,
Supervisor’s Curriculum, 2012). Data systems for consumer
behavior are well established, as this is a cornerstone of be-
havior analytic practice (Greenwood & McConnell, 2013;
Taubman, Leaf, & McEachin, 2011), and systems for observ-
ing staff behavior also enjoy a robust literature (Greenwood,
Carta, Arreaga-Mayer, & Rager, 1991; Quilitch, 1975;
Weinkauf, Zueg, Anderson & Ala’i-Rosales, 2011).
Recommendations and resources for measuring supervisory
behavior have increased in the last few years (Harchick,
Sherman, Sheldon, & Strouse, 1992; Reid et al., 2012;
Sellers et al., 2016; Turner et al., 2016). All of these resources
provide examples of procedures, operational definitions, and
protocols. Some like the Greenwood et al. (1991) resource are
books providing multilayered and complete examples for
evaluation systems. Others, such as Turner et al. (2016), pro-
vide downloadable supervisory evaluation forms. Finally, ex-
perienced groups like Sellers et al. (2016) provide recommen-
dations for multitiered evaluations that include consumer ac-
quisition measures and feedback and survey protocols. There
are many ways to evaluate the behaviors and environments of
consumers, supervisees, and supervisors. It is a complex pro-
cess, but supervisors fortunately can turn to these, and many
other, resources for guidance.

To illustrate the complexities of this process, let us review
the case of Xuan. She contracted with a public school to su-
pervise the staff and oversee the programming in a self-
contained special education classroom. Xuan provided train-
ing but did not measure performance and had no indicators of
mastery. She did conduct regular observations of the staff
using treatment fidelity checklists and posted performance-
specific feedback in a prominent place in the classroom. The
treatment fidelity data were initially low, but over time, they
increased. At no point did she solicit feedback from the team
regarding the effectiveness or quality of the supervision she
was providing. Because of that, it came as a shock to Xuan
when the principal met with her to revoke her contract,
explaining that the staff felt that she was not providing high-
quality supervision services. They noted that they were
embarrassed by the treatment fidelity data that was publicly
posted without warning, and that when they approached Xuan
about it, she told them that they just needed to pay more

attention during trainings. They shared that they thought the
only reason that their treatment fidelity data increased was
because they sought outside support and stayed after school
to practice with each other to master the skills. Because Xuan
did not collect performance measures during training, it was
impossible for Xuan, or an outside evaluator, to determine if
the staff members were acquiring the skills as a result of the
training. Furthermore, because she did not seek any feedback
from the staff about the desirability and impact of the super-
vision she was providing, she had no idea that the staff did not
like the public posting of feedback, felt that the training was
inadequate, or that they were putting in additional time to
secure effective training.

Xuan’s situation highlights the need for behavior analysts
to be technological with regard to their supervisory practices,
measure the effects of those practices, and evaluate those data.
Specifically, in addition to taking direct measures of staff and
consumer performance, supervisors should find other ways to
assess the effects of supervision, such as asking directly for
feedback or using surveys. Had Xuan been soliciting feedback
and monitoring the staff and her own behavior throughout the
supervision process, the outcomes may have been quite dif-
ferent. There are numerous guidelines and examples that Xuan
could have turned to for support, beginning with the BACB
Supervisory CurriculumOutline that outlines the critical com-
ponents of effective supervision (BACB, Supervisor’s
Curriculum, 2012) and texts containing data systems for eval-
uation at multiple levels (Reid et al., 2012). Furthermore,
Xuan could have accessed the article by Turner et al. (2016)
and used the provided evaluation form for the purpose of
having the supervisee rate the supervisor’s behavior and the
content of the supervisory activities.

Evaluation at each level allows responsible for supervision.
That is, if there is measurable evidence that (1) the consumer
is making progress, (2) the staff is performing with
competence and fidelity, and (3) the supervision is being car-
ried out in an evidence-based, socially valued, and effective
manner, then the behavior analyst is functioning within the
ethical boundaries of BACB supervision requirements.
Furthermore, evaluation is the mechanism to insure that the
purpose of supervision is fulfilled in that high-quality services
are provided that result in consumer improvement and that the
staff is fully supported by the BCBA supervisor in producing
these outcomes.

Conclusion

The BACB Code for behavior analysts provides the supervi-
sor with an entire section outlining the requirements aimed at
ensuring that BCBAs provide ethical supervision. These rules
are meant to exert antecedent control over the supervisor and
supervisee’s behavior. It is possible that rule following is
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enhanced when the rule-follower is aware of the rationale
behind the rule, as well as the potential negative outcomes to
be avoided by following the rule. Whereas the Code provides
clear expectations of the desired behavior, it is beyond the
scope of such a document to include in depth rationales, ex-
amples, and resources.

The purpose of this paper was to explore some of the nu-
ances inherent in each section of the supervision code section
in an attempt to provide a rationale for the codes to promote
critical analysis. Another focus of this paper was to provide
the BCBA supervisor with directions and resources to main-
tain and enhance their supervisory repertoires, not only for the
well being of their consumers and supervisees but also toward
the favorable shaping of the field of applied behavior analysis.
Within the supervisory relationship, supervisors should not
only work to ensure familiarity with the Code but also to
engage in thoughtful analysis and conversations with
supervisees.
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Appendix

Potential Study Guide for Journal Clubs:

1. How do the practices of current supervisors have implications for the
field of behavior analysis and for future BCBAs and consumers?
Use examples of your own, or examples from the article.

2. What does it mean to supervise only in your area of defined compe-
tence? Why is this important? What aspects of practice could this
influence?

3. What might motivate a behavior analyst to take on an inappropriate
supervisory volume? What are some consequences for this action?
How can behavior analysts avoid the temptation to take on more
supervisees than they can effectively manage?

4. When supervising registered behavior technicians (RBT), what
should a BCBA know about the credential and training of RBTs?
How can this influence effective supervisory practice?

5. Why is it important to clearly communicate the supervision condi-
tions prior to beginning supervisory relationship? Give some exam-
ples of expectations that should be a part of this contract or
agreement.

6. The Code provides guidance on the importance of feedback when
supervising. Give examples of types of feedback one could give and
why doing so is critical to effective supervision. What is the role of
Bsigning off^ on supervisory hours and what sort of information
should be documented?

7. What are three risks from failing to provide effective supervision?
Using the resources mentioned in the chapter, what are some of the
components of effective evaluation systems?
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Abstract Behavior analysts who supervise staff are responsi-
ble for establishing a healthy supervisory relationship and for
teaching basic behavior analytic skills (e.g., verbal repertoires,
technical repertoires, clinical decision-making). In addition,
supervisors should prepare their supervisees to succeed in
their subsequent professional activities by developing their
interpersonal skills and professionalism repertoires.
Difficulties in the supervisor relationship and problematic per-
sonal and professional skills often become the focus of
targeted supervision efforts after the effects of deficits (e.g.,
avoidance of supervision, complaints from consumers, persis-
tent tardiness) are detected. The primary purpose of this paper
is to provide guidance to the supervisor’s effort to identify and
address barriers to successful supervision related to a damaged
supervisory relationship and persistent interpersonal and pro-
fessional skills of the supervisee. A secondary purpose of this
paper is to act as a general call to supervisors to continually
and thoughtfully reflect on their own history, repertoires, and
behavior, such that they may continue professional growth as
supervisors.

Keywords Certification . Fieldwork experience . Individual .

Mentoring . Practicum . Professionalism . Supervision

Practicing behavior analysts are frequently responsible for
training and supervising staff (DiGennaro Reed & Henley,

2015; Parsons, Rollyson, & Reid, 2012; Turner et al., 2016).
There is a dearth of evidence-based resources to guide specific
supervision activities and to guide the full set of repertoires
that should be targeted in supervision. In a recent article in this
special issue, the current authors provided practicing behavior
analysts with recommendations for creating effective supervi-
sory experiences (Sellers, Valentino, & LeBlanc, 2016).
Sellers et al. suggest that supervisors should follow five rec-
ommended practices: (1) establish an effective supervisor–
supervisee relationship, (2) establish a structured approach
with specific content and competencies, (3) evaluate the ef-
fects of your supervision, (4) incorporate ethics and profes-
sional development into supervision, and (5) continue the pro-
fessional relationship post-certification. The authors suggest
specific strategies that the supervisor might use to achieve
success. For example, an effective supervisor–supervisee re-
lationship should begin with an honest discussion about the
purpose and scope of supervision, the expectations for perfor-
mance, and the commitment to the relationship by both
parties. These recommended practices are designed to en-
hance the supervisor’s ability to influence the supervisee’s
acquisition of behavior analytic skills (e.g., assessing prefer-
ences, writing behavior intervention plans), and acquisition of
professional and interpersonal skill sets (e.g., inspiring confi-
dence in clients, getting along with peers).

Even when supervisors follow all of these recommended
practices, problems may become evident throughout the
course of supervision. The problems may be in the superviso-
ry relationship itself (e.g., the supervisee avoids supervision
due to a history of aversive interactions, perception of favor-
itism among supervisees, resistance to accepting feedback), or
they may be related to the supervisee’s interpersonal skills
(e.g., socially unskilled, poor time management). These defi-
cits and excesses could limit the success of supervision and
ongoing professional activities. Problems might arise because

* Tyra P. Sellers
tyra.sellers@usu.edu

1 Department of Special Education and Rehabilitation, Utah State
University, 2865 Old Main Hill, Logan, UT 84322, USA

2 Trumpet Behavioral Health, 390 Union, Suite 300,
Lakewood, CO 80228, USA

Behav Analysis Practice (2016) 9:309–319
DOI 10.1007/s40617-016-0142-z

http://crossmark.crossref.org/dialog/?doi=10.1007/s40617-016-0142-z&domain=pdf


the supervisor has not initially engaged in optimal supervisory
practices or has not yet explicitly shaped the interpersonal and
professional repertoires. Problems may also arise because rea-
sonable supervisory practices proved ineffective for various
reasons. These issues are distinct from performance issues
related to the supervisee’s repertoire of behavior analytic skills
(e.g., difficulty identifying the differences between a motivat-
ing operation and discriminative stimulus), but can be equally
detrimental to long-term success as a behavior analyst (Bailey
& Burch, 2010).

Behavior analysts solve problems by identifying the func-
tion or cause of the problem so that function-based interven-
tion strategies can be employed. This same approach is useful
in the context of supervisory relationships (Turner et al.,
2016). Taking a systematic approach to solving problems that
arise in supervision provides a critical model for the
supervisee’s future professional behavior. The inability to em-
ploy effective supervisory skills can have serious repercus-
sions for an organization, such as staff dissatisfaction and
turnover (DiGennaro Reed & Henley, 2015; Scott, Nolin, &
Wilburn, 2006). There is also risk to consumers if behavior
analysts fail to develop the interpersonal and self-management
skills that are necessary for effective practice.

Unfortunately, supervisors may sometimes react to a stress-
ful supervisory situation (e.g., negative interactions with the
supervisee, deteriorating performance of the supervisee) with
one of two escape responses: ignoring it or terminating the
relationship. First, the supervisor might be susceptible to sub-
tle negative reinforcement contingencies and ignore the prob-
lem if there have not yet been any serious negative conse-
quences. For example, a supervisor might provide extensions
to deadlines to manage a supervisee’s time management prob-
lems during the relationship, but the supervisee will likely fail
in future situations when deadline extensions are not avail-
able. Directly addressing disorganization and tardiness by
teaching the supervisee to employ their own timemanagement
strategies and organization systems (e.g., Allen, 2015) would
be an alternative function-based solution. Second, a particu-
larly frustrated supervisor might terminate the supervisory re-
lationship or transfer the supervisory relationship to another
person. This strategy immediately removes the irritant for the
supervisor, but may worsen the supervisee’s long-term likeli-
hood of successful development, as a new supervisor might
not detect the issue. In addition, this approach removes the
opportunity for the supervisor to grow and learn from the
experience of identifying and addressing these repertoires
using a behavior analytic approach. Many issues that arise
may be unpleasant to address, and require additional effort
to successfully resolve, which may contribute to some super-
visors avoiding them.

Behavior analysts can rely on evidence-based staff training
practices and methods for assessing and addressing perfor-
mance issues related to behavior analytic skills (Carr,

Wilder, Majdalany, Mathisen, & Strain, 2013; DiGennaro
Reed, Hirst, & Howard, 2013; Parsons et al., 2012).
However, there are fewer published resources to guide the
supervisor’s efforts in addressing problems in the relationship,
or in basic interpersonal and professionalism repertoires.
Fortunately, as behavior analysts, we have an established
framework for assessing and intervening with performance
issues if we focus on applying the same principles and skills
that we use to benefit our consumers. Therefore, supervisors
should engage in direct assessment of the supervisory relation-
ship, developing performance plans for him/herself or his/her
supervisee when necessary, to ensure that the supervisory re-
lationship is healthy and productive. The field could benefit
from additional resources providing specific recommenda-
tions to assist behavior analysts providing supervision in de-
tecting and addressing some of the most commonly occurring
problems that arise in supervision contexts.

The primary purpose of this paper is to provide guidance to
the supervisor’s effort to identify and address barriers to suc-
cessful supervision related to: (1) a damaged supervisory re-
lationship and (2) persistent interpersonal and professional
issues of the supervisee. A secondary purpose of this paper
is to act as a general call to supervisors to continually and
thoughtfully reflect on their own history, repertoires, and be-
havior, such that they may continue professional growth as
supervisors. The authors drew from relevant literature and
books, as well as their combined experience proving supervi-
sion throughout their careers. Due to the scope and breadth of
this topic, it is not possible to provide in depth descriptions or
examples for each suggestion; however, readers are encour-
aged to explore the resources cited and pursue additional train-
ing and discussions with colleagues when problems arise. To
assist accessing resources, a table is included (Table 1).
Questions are provided in the appendix to facilitate use of this
article for instructional, supervisory, or continued professional
development activities (e.g., journal clubs). The recommenda-
tions included herein are most appropriate for behavior ana-
lysts supervising individuals who are governed by the
Behavior Analyst Certification Board® (BACB®) (i.e.,
Registered Behavior Technicians™ (RBT™), Board
Certified Associate Behavior Analysts® (BCaBA®), Board
Certified Behavior Analysts® (BCBA®) or those seeking to
become registered or certified). However, many recommenda-
tions are relevant to behavior analysts in charge of supervising
other clinical staff (e.g., non-registered/certificated line staff
and paraprofessionals).

Problems in the Supervisory Relationship

Throughout the supervisory relationship, the behavior analyst
must evaluate the effectiveness of the supervision that has
been provided (Professional and Ethical Compliance Code
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for Behavior Analysts 5.07, Behavior Analyst Certification
Board®, 2014). An effective supervisor is also consistently
evaluating the quality and health of the supervisory relation-
ship to ensure an opportunity to effect change in the
supervisee’s behavior. The critical first step for the supervisor
is to continually and actively assess for developing issues in
an attempt to detect them before they worsen and/or negative-
ly impact consumers with whom the supervisee is working.
Self-evaluation and close attention to the supervisee’s behav-
ior can also provide a means for supervisors to identify issues,
ranging from simple to complex.

The supervisor shouldmake time at each supervisory meet-
ing to actively assess the status of the supervisory relationship
to ensure early detection of any problems that may be devel-
oping. For example, the supervisor may begin each meeting
by asking the supervisee how things are going related to the
supervisory relationship (e.g., BDo you feel comfortable with
the amount and type of feedback being provided,^ BAre there
any additional supports I could provide,^). If the supervisee
shares a success or a difficulty, or provides feedback about the
supervisor’s behavior, the supervisor can provide praise and

guidance. Starting eachmeeting with this sort of check-in may
eventually result in the check-in serving as a discriminative
stimulus for the supervisee to discuss developing issues or
concerns in a proactive manner. Engaging in these behaviors
can indicate to the supervisee that the supervisor values main-
taining a collaborative relationship.

Some problems in the supervisory relationship might be
detected by answers to the questions listed above. Other prob-
lems may be detected in the subtle behavior of the supervisee
(e.g., frequent uncomfortable or unproductive supervision
meetings). For example, patterns of canceling meetings or pre-
ferring phone meetings to live contact could be indicators that
the supervisee is engaging in avoidance behavior. Some
supervisees may become emotional (e.g., crying, holding their
breath, averting their gaze, arguing) in response to feedback or
task assignments. Alternatively, a supervisee who is typically
talkative in meetings may speak less as a result of a developing
problem in the supervisory relationship. Speaking less could
function to avoid feedback or detection of a lack of understand-
ing of a particular topic. The supervisee may have contacted
punishment (e.g., perceived harsh criticism) for incorrect

Table 1 Resources for addressing issues during supervisions

Persistent supervision
issue

Potential indicators Assessment and intervention ideas and resources

Disorganization and
poor time
management

-Difficulty retrieving needed
materials

-Frequently late to meetings/
appointments

-Frequently missing deadlines,
asking for extensions or
removal of tasks

-Assess if global issue or related to specific skill (as this may require specific skill
or confidence building in the primary area of concern)

-Assess potential barriers with PDC-HS (Carr et al., 2013; Ditzian et al., 2015)
-Assign supervisee relevant readings: Allen (2015); Bailey & Burch (2010); Covey

(2004); Daniels (2013a, b)
-Print, review, and post productivity infographic (Ganesh, 2015)
-Review and teach use of common organizational and calendaring tools (e.g.,

Google Calendar, iCal, Outlook) and tips (create recurring events, color code
calendar events, set reminders, use Bto do^ tools, use location-linked reminders
in iPhone, create relevant folders for emails, flag by level of importance)

Poor interpersonal skills -Too much/not enough eye contact,
facial expressions, vocal inflection

-Dominating conversations or not
engaging enough

-Poor body language/posture
-Frequent arguing, disrespectful

language, rigidity

-Questionnaires and observation scales (Bedwell et al., 2014)
-Assess function of behavior and relevant skill deficits
-Review recommendations for effective interpersonal skills (Hoover et al., 1988)
-Select and teach interpersonal skills (Bedwell et al., 2014; Klein et al., 2006)
-Assign supervisee relevant readings: Carnegie (1981) How to win friends and

influence people; Carnegie (n.d.) Dale Carnegie’s Secrets of success retrieved
from http://www.dalecarnegie.com/ebook/secrets-ofsuccess

-Assign supervisee to complete online module on interpersonal skills: interpersonal
skills in the workplace: examples and importance at http://study.
com/academy/lesson/interpersonalskills-in-the-workplace-examples-and-
importance.html

Difficulty accepting/
applying feedback

-Arguing, defensive statements,
giving consistent excuses

-Demanding specific examples of
the problem

-Crying, not responding at all

-Assess function (avoidance or attention)
-Review strategies for effective feedback: feedback articles at www.aubreydaniels.

com/blog; DiGennaro Reed et al. (2013); Reid& Parsons (2006); Reid et al. (2012)
-Assign supervisee to read Bailey & Burch (2010) –Ch. 20 Knowing When to Seek

Help (and How to receive Feedback)
-Clearly outline expectations for receiving feedback (Sellers et al., 2016)
-Use the Corrective Feedback Instrument-Revised (CFI-R) (Hulse-Killacky

et al., 2006)
–Engage in the specific activities for discussions about feedback (Hulse &

Robert, 2014)
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answers in the past, or his or her own lack of confidence in the
material may be discriminative for a Bsmile and nod^ response
that has been reinforced in the past. Supervisors should attend
to subtle indicators of potential problems such as changes in
vocal and facial affect, body language, eye contact, and chang-
es in vocal behavior (e.g., talking less or more, change in tone
of voice, stuttering, or other verbal dysfluencies).

Note that these same subtle indicators could also be indic-
ative of distress due to significant singular life events (e.g.,
death in the family, illness). The supervisor should gather
information to assist in determining if this behavior appears
to be evoked by specific events, and if the supervisee might
need additional supports (e.g., referral to counseling or other
support services). However, if the behavior is characteristic or
occurring at increasing frequency, then the problem may be
related to the quality of the supervisory relationship and war-
rants specific attention and intervention. The supervisor might
attempt to gather some data on the frequency of these behav-
iors to determine if they occur frequently enough to warrant
addressing. With some thought, the supervisor can likely
operationalize the behavior(s) of concern to facilitate monitor-
ing or data collection. In the event that the behavior is difficult
to define, the supervisor might consider taking a few minutes
at the end of each meeting to write some anecdotal notes
summarizing the supervisee’s behavior during the meeting.

In addition to assessing for behavior that may indicate an
emerging or present issue, it is also important to consider the
supervisee’s history with supervision. Supervisors should in-
quire directly about the supervisee’s past experience with su-
pervision at the start of the relationship. Asking the supervisee
about his or her history with supervisors might reveal valuable
information that could resolve or prevent emerging issues. For
example, the supervisee might share that a previous supervisor
delivered corrective feedback in an aversive way leading the
supervisee to become anxious before meetings and cancel
them. With this information, the supervisor can work to ad-
dress the issue by changing his or her own behavior with the
goal of strengthening the supervisory relationship.

Ensuring that corrective feedback is delivered in a support-
ive and respectful manner may increase the acceptance of the
message (Reid & Parsons, 2006; Reid, Parsons, & Green,
2012). Another strategy could be to increase the frequency with
which low stakes corrective feedback is delivered. For exam-
ple, the supervisor may identify that feedback about errors
performing behavior reductive strategies evokes anxious or de-
fensive behavior, but the supervisee accepts feedback about
writing style or implementing skill acquisition programming
in a professional manner. The supervisor might provide feed-
back more often around writing and skill acquisition programs,
followed by praise for accepting the feedback and making the
needed changes. This may help to provide the supervisee with a
more current positive history around receiving performance
feedback, and research has demonstrated the efficacy of

frequent feedback (Alvero, Bucklin, & Austin, 2001).
Another strategy could be to increase the active support during
and after corrective feedback. Including empathetic and sup-
portive statements during the feedback session may create a
more pleasant experience for the supervisee (Reid et al.,
2012). For example, the supervisor might say: BI know it’s
difficult to hear that you need to keep working on this skill,
but we will tackle this together.^ Following the feedback ses-
sion the supervisor might create opportunities for the
supervisee to practice, allowing the supervisor to provide
praise. In addition, the supervisor can check in with the
supervisee later in the day, or the next day, to assess how the
feedback session affected the supervisee. The supervisor might
send a quick text or email, such as: BHi Mary! Just checking in
to see how things went for the rest of your day. I sure appreci-
ated your hard work in our meeting.^ Providing the follow-up
check-ins may communicate to the supervisee that he or she is
valued and that the supervisor is invested in his or her success.

It is also important to note that supervisees may not be able
to tact the problems that existed in previous supervisory rela-
tionships, perhaps due to a limited history with supervisors in
general, or limited work history. In these cases, it may be
useful to ask open-ended questions and deduce based on the
supervisee’s response. For example, the supervisor might ask:
BTell me what a typical supervision session looked like for
you when you worked with your past supervisor.^, or BHow
did you feel after a supervision meeting in the past?^ The
aforementioned changes in body language and voice, as well
as the content of the message, may offer insight into some of
the problems that existed.

At the first sign of difficulties, the supervisor should assess
his or her own behavior relative to the supervisee. In other
words, consider whether it is the behavior of the supervisor
that must change (e.g., smile more, reprimand less, actively
acknowledge how much you value the opportunity to teach
someone things that they do not know) in order to produce a
change in the behavior of the supervisee. For example, per-
haps the supervisor has not been timely and organized and the
supervisee has lost respect for them as a mentor. Perhaps the
supervisor has not provided sufficient reinforcement or oppor-
tunities for practicing skills in role-play or observed direct
implementation, or provided effective corrective feedback
about pinpointed skills for improvement. We refer the reader
to existing resources for guidance on skills that may increase
the effectiveness and structure of the supervisory activities
(Reid et al., 2012; Sellers et al., 2016). Changes in the super-
visor’s instructional repertoire may result in positive outcomes
for the supervisory relationship.

The next step is to determine if the supervisee’s perfor-
mance issues are generally related to aspects of the superviso-
ry relationship (i.e., the supervisee would likely perform better
under the supervision of someone else), or are a function of
skill deficits on the part of the supervisee (i.e., even under
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optimal supervisory conditions, the problems would be pres-
ent or persist). If the issues appear to stem from skill deficits,
the supervisor should employ a functional behavior assess-
ment framework. That is, the supervisor should define the
behavior of concern, determine the conditions under which
the behavior is likely to occur or not, and identify the relevant
reinforcer maintaining the problematic behavior or the critical
barrier to acquiring the targeted skill.

For example, one might have a supervisee who is consis-
tently late to meetings and misses deadlines for reports. To
assess if this is a pervasive problem, or if it is specific to the
current supervisory relationship, the supervisor might check in
with past supervisors and also examine his or her own behav-
ior (e.g., Are meeting times and deadlines reasonable? Are
expectations clear?). If the supervisor determines that this is
a persistent performance problem, the supervisor should ex-
amine the relevant antecedents (e.g., the supervisee has no
consistent planning and calendaring system, the supervisee
has difficulty prioritizing tasks) and consequences (e.g., the
supervisee misses a non-preferred part of the meeting, some-
one else completes a significant portion of the report). In this
case, it could be that the supervisee’s behavior of arriving late
tomeetings and not turning in reports on time is maintained by
negative reinforcement.With knowledge about the function of
the problem behavior, the supervisor can proceed with
implementing function-matched interventions (e.g., moving
the non-preferred portion of the meeting to the middle or
end of the agenda, removing the option to have someone else
complete the report). This would likely be combined with
other components, such as teaching and reinforcing things like
timemanagement skills, breaking down and prioritizing tasks,
and goal setting.

It is possible that issues in the supervisory relationship have
arisen, at least in part, due to the supervisor’s behavior. For
example, perhaps the supervisor has engaged in behavior that
leads to distrust (e.g., failing to follow through with obliga-
tions, blaming the supervisee, assigning the supervisee re-
sponsibilities for which he or she is not qualified, taking credit
for the supervisee’s work). Supervisors who employ punish-
ment, coercion, or harsh feedback styles could damage super-
visory relationships and occasion avoidance or counter-
controlling behaviors on the part of the supervisee.
Behaviors related to the supervisor’s level of management
might also damage the supervisory relationship. As an exam-
ple, an overly involved supervisor may not allow the
supervisee to progress in levels of independence and respon-
sibility, thus preventing the development of self-confidence
and independent skills. The supervisee might perceive that
the supervisor does not have confidence in the supervisee’s
ability. On the other hand, a supervisor who is vague and does
not clarify expectations is not providing sufficient prompts to
occasion correct responding on the part of the supervisee. This
supervisor might be perceived as disinterested, not invested in

the supervisee’s success, or as setting the supervisee up for
failure. The above behaviors could result in the supervisory
relationship becoming aversive, with the supervisee working
to avoid interactions, or becoming sullen, withdrawn, or
argumentative.

The recommendations for addressing all of the issues listed
above are similar. Supervisors should take a multi-step ap-
proach to repairing the relationship with a sincere apology
and a well-thought out action plan for changes in the ongoing
relationship. The first step is to clearly describe the problem-
atic behavior in the context of an apology. For example, the
supervisor might say: BI owe you an apology because I have
been overly harsh in my corrective feedback, and have not
been clear about my expectations.^ The second step is to
describe how the behavior has impacted the supervisee.
Continuing with the same example, the supervisor might pro-
vide the following acknowledgement: BI am sorry that you
have felt like you have been ineffective or undervalued.^
Steps one and two essentially amount to acknowledging the
impact of the supervisor as a critical environmental determi-
nant of the supervisee’s behavior.

The third step is to describe how the supervisor’s behavior
has negatively impacted the supervisory relationship. The su-
pervisor in our example might say: BProviding harsh feedback
and unclear expectations has not been helping you develop the
skills we have targeted for you, and has likely made you want
to minimize your interactions with me.^ The fourth step in the
process is to clearly indicate what the supervisor will do in-
stead of the problematic behavior. This critical step serves the
dual functions of (1) demonstrating to the supervisee that the
supervisor has engaged in a thoughtful, critical analysis of his
or her behavior, and (2) providing the opportunity for the
supervisor to overtly describe the remediation plan publicly
which may increase the likelihood that the supervisor will
follow through. The supervisor might say: BI will make sure
that I do not raise my voice when giving corrective feedback. I
will also provide written bullet points of expectations for
assigned tasks and I will review those with you to model,
practice, and answer questions.^ The fifth and final step is to
have a follow-up conversation to evaluate the effects of the
apology and the action plan.

In addition to the process outlined above, there are several
other strategies worth mentioning. The supervisor might re-
view articles on supervisory practice from other disciplines for
resources to address general barriers (Scott et al., 2006) and
specific issues such as providing effective feedback (Hulse &
Robert, 2014). The supervisor could invite the supervisee to
have an open an honest conversation about the relationship,
with the goal of identifyingwhere breakdowns occur and what
might be done to fix them. The supervisor might directly ask
the supervisee what he or she can do differently to foster a
more positive supervisory relationship (e.g., break complex
tasks into smaller components, slow the rate of assignment
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of new tasks). The supervisee might provide insight into pref-
erences for interpersonal interaction style (e.g., less humor or
sarcasm, no public praise). The supervisor could also reach
out to a mentor to provide guidance with effective problem
solving or to observe the mentor conducting supervision
meetings.

In some cases, the issues might be due to Brelationship
conflict^ (Lau & Cobb, 2010). This type of conflict is charac-
terized by a mismatch between an essential characteristic, val-
ue, or world view of the supervisee and supervisor.
Perceptions or beliefs about things like religion, culture, gen-
der, political identity, and sexual orientation may be underly-
ing barriers to a healthy supervisory relationship, as can core
communication styles (e.g., being very direct versus being
softer and more indirect). The mismatch may produce clear
feelings of discomfort or overt behavior that communicates
disapproval. In other instances, these mismatches might result
in covert and very subtle behavior that slowly erodes the re-
lationship over time. For example, a supervisor with certain
strong religious beliefs may find it uncomfortable to provide
supervision to someone who holds different religious beliefs,
or is a member of a group that is not accepted within the
supervisor’s religion. On the other hand, a supervisor who
exhibits relatively flat affect may negatively impact some
supervisees who perceive the flat affect as aversive, creating
a barrier to developing an effective supervisory relationship.
The effects in situations like these will likely be cumulative
and slowly erode the relationship over time.

The supervisor or supervisee experiencing such issues is
certainly distressed by the mismatch, but that distress does not
justify engaging in behavior that directly or indirectly dam-
ages the relationship. The first step towards a remedy is for the
supervisor to self-assess the degree to which he or she feels
capable of behavior change. In many cases, it is difficult to
expect a supervisor or supervisee to change a fundamental
characteristic, personal value, or religious belief. In cases such
as these, our professional code requires that we take measures
(e.g., seek out training, consultation, or mentorship) to ensure
that the differences do not impede our ability to provide effec-
tive supervision (Compliance Code 1.05(c), BACB, 2014).
The supervisor and supervisee may need to initiate an open,
but mutually respectful, conversation about the differences
early in the relationship (Daniels & D’Andrea, 1996).
Supervisors should recognize the inherent power differential
in the supervisory relationship, navigating the conversation
accordingly to actively learn about the supervisee’s culture,
experiences, perspectives, and goals (Daniels, D’Andrea, &
Kyung Kim, 1999).

Hughes Fong, Catagnus, Brodhead, Quigley, & Field
(2016) provide recommendations for behavior analysts that
are specifically related to increasing cultural awareness in their
work with consumers. One can translate the authors’ specific
recommendations around increasing cultural awareness as

applicable to the supervisor–supervisee relationship. A super-
visor can employ strategies such as talking about culturally
diverse experiences with colleagues, practicing mindfulness
(i.e., focusing on the present moment), and committing to
being scientific-minded (Hughes Fong et al., 2016;
Kupferschmidt, 2016; Szabo, 2015). Engaging in these behav-
iors may result in the supervisor increasing self-awareness and
ability to identify preconceptions and assumptions about the
supervisee that might be barriers to effective supervision.
Hughes and colleagues also suggest using structured self-
evaluation tools [see Hughes Fong et al. (2016) for a descrip-
tion of recommended evaluations and references], which may
facilitate a supervisor’s ability to assess the degree to which he
feels that the supervisory relationship can move forward.

If the supervisor feels that he or she can mitigate the under-
lying perceptions and behaviors that are barriers to the rela-
tionship, then it is reasonable and responsible to attempt to do
so. However, it is critical that the supervisor engages in honest
self-reflection, as continuing to provide supervision within an
unhealthy relationship is unfair to the supervisee if the
supervisee would have a more effective experience with a
different supervisor. If the supervisor identifies that the prima-
ry relationship barriers cannot be changed or eliminated, then
the supervisor should have an honest, direct conversation with
the supervisee to facilitate a transition to a different supervisor
(Chang, 2013; Turner et al., 2016). In fact, when the supervi-
sor cannot effectively resolve the barrier, the Compliance
Code directs a BCBA to make a referral to a supervisor who
will be able to provide effective services (Compliance Code
1.05(c), BACB 2016). The conversation is likely to be tense
and could evoke escape and avoidance reactions, so it is im-
portant that the supervisor first identify an alternative supervi-
sor who is likely able to provide high quality supervision
given the particular situation. The supervisor could initiate
the conversation by stating that there appears to be a strain
in the supervisory relationship that is not anyone’s fault, but
that might impair the supervisory outcomes. The supervisor
can identify positive characteristics of the supervisee and ex-
press his or her desire to ensure that the supervisee has access
to the best supervision possible via an alternative supervisor.

Persistent Professionalism and Interpersonal
Problems

Several general categories of problems related to interpersonal
and professional repertoires can arise during training as a pro-
fessional behavior analyst (Bailey & Burch, 2011). The cate-
gories described herein are meant to be common illustrative
examples rather than an exhaustive list. Supervisors should
consistently monitor for development of concerns in these
categories to address issues early in their development. A
supervisor can evaluate the development of possible
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professionalism concerns by assessing the frequency of ob-
servable occurrence (e.g., hearing rude comments) and the
degree to which there are observed effects on others (e.g.,
the supervisee is generally not invited to social outings with
peers). Once an issue is detected, it is the supervisor’s respon-
sibility to identify the barriers to the desired performance and
develop an action plan addressing the area(s) of need. Readers
are referred to the Performance Diagnostic Checklist—
Human Services (PDC-HS) for a model of a function-based
evaluation process that may prove useful for some perfor-
mance issues (Carr et al., 2013; Ditzian, Wilder, Kind, &
Tanz, 2015). For example, the PDC-HS assesses for barriers
to optimal performance associated with issues related to train-
ing, the clarity of tasks and appropriate prompts, and available
resources, materials, and processes. Other barriers assessed
include those related to consequences for engaging in the re-
sponse, the effort required to engage in the response, and the
possible competing contingencies. The PDC-HS includes a
guide to intervention planning with relevant references and
resources. The subsequent action plan for a supervisee might
include modeling the desired skill, increasing the opportunity
for the supervisee to practice the skill to mastery, breaking the
skill into smaller component parts, creating supports or job
aids to facilitate performing the skill correctly, or referring
the individual to additional resources.

Disorganization and Poor Time Management

One common issue that may impact a supervisee’s perfor-
mance is disorganization of poor time management. For ex-
ample, the supervisee may fail to complete tasks, require more
time than typical to complete tasks, arrive late for meetings
and appointments, or have difficulty locating materials. The
supervisor can readily detect issues related to organizational
and time management skills by tracking the supervisee’s per-
formance related to meeting deadlines, attending meetings,
and carrying out tasks that require planning and organization.
It is important to consider if the organizational issues are an
overarching problem that is evident in all areas of performance
(e.g., study behavior and personal life are also chaotic), or if
the organizational and timemanagement problems are primar-
ily evident in applied practice tasks. If the problems are gen-
erally constrained to or worsened in applied practice tasks, the
difficulty may be related to an inability to effectively prioritize
or to fluently engage in new specific required skills (e.g.,
translating procedural descriptions from the literature into a
useful program for everyday implementation).

If the problems are global, the supervisor might provide
resources for general effective organization and time manage-
ment strategies, as well as implement some targeted interven-
tions (e.g., using appointments and lists in electronic calen-
dars, self monitoring of management of deadlines, color cod-
ing systems). The supervisor might suggest that the supervisee

read books focusing on developing effective organizational
and time management skills (Allen, 2015; Bailey & Burch,
2010; Covey, 2004). For those who prefer online resources,
consider asking the supervisee to review the five steps for
setting and meeting goals by Daniels (2013a, b), the produc-
tivity tips and infographics included in the online article by
Ganesh (2015), or to identify and try out one of the many
available organization/time-management apps.

However, if the supervisor determines that the barriers are
related to the supervisee’s inability to effectively prioritize or
fluently engage in specific skills, the action plan will be more
targeted. The supervisee may not have sufficient experience
with the full range of tasks to effectively determine which tasks
should be assigned high priority. In this case, the supervisor
may elect to prioritize the tasks for the supervisee and describe
the strategy that he or she used to establish the priorities. The
supervisor could describe the steps necessary to complete the
task and the likely negative outcomes related to completing the
task at different latencies (e.g., immediately, within 48 h, within
a week), until the supervisee can engage in this skill indepen-
dently. In some cases, the barrier may be related to the
supervisee not being fluent enough with the required skills to
complete tasks in the required timeframe. In such case, the
supervisor may break the task into discrete skills and assign a
specific amount of time to complete each step. Over time, the
allotted duration can be shortened, or single tasks can be com-
bined, as the skills become more fluent. In addition to the ones
described above, many different organizational and time man-
agement issues may become evident. In each instance, the role
of the supervisor is to detect the issue quickly, conduct an
assessment of the scope of the problem and contributing
causes, and to develop a targeted plan to address discrete skills,
increase motivation, and provide resources.

Interpersonal Skills

Another common problem detected in supervision is lack of
interpersonal skills that are critical to the success of the super-
visory relationship and ongoing professional success (Bailey
& Burch, 2011). Interpersonal skills include specific commu-
nication skills such as active listening, effective writing skills
and effective speaking and non-vocal communicative behav-
ior (e.g., facial expressions and body posture). Supervisees
may avoid eye contact, exhibit flat affect (e.g., lack of vocal
inflection, limited range of facial expressions), or speak too
little to be an effective social communicative partner. Another
sub-set of interpersonal skills includes professional
relationship-building skills like cooperation, negotiation, and
conflict resolution (Bedwell, Fiore, & Salas, 2014; Klein,
DeRouin, & Salas, 2006). Some common behaviors that pro-
duce an impression of unprofessional behavior include speak-
ing too casually in professional interactions, seeming
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combative in discussions, avoiding conflict, or being unwill-
ing to compromise when it is appropriate to do so.

Whatever the deficit area, a functional assessment approach
should be used to define the problem, identify likely causes and
barriers, and develop recommendations to address the problem.
Bedwell et al. (2014) provide a nice summary of available ques-
tionnaires and behavior observation scales that might help newer
supervisors identify a range of interpersonal skills deficits. Next,
the supervisor should conduct an analysis of the situation con-
straints and likely causes of the skill deficits. Determine if the
problems are evident in all situations or more evident in certain
contexts (e.g., more with clients than with peers). Some prob-
lems may occur due to problems attending to and discriminating
subtle social cues that would otherwise shape more effective
social behavior. Other problems may occur due to negative re-
inforcement rather than a discrimination problem.

Many interpersonal problems are primarily due to a lack of
discrimination of subtle contextual cues. The individual may
have had a history of family members, friends, and other su-
pervisors who modeled these or similar behaviors or who
accidentally shaped inappropriate social behavior. That is, a
supervisor may have modeled using humor to diffuse tense
interpersonal situations but the supervisee’s subsequent at-
tempts to imitate the humor were less skillful and were per-
ceived as overly sarcastic. It may also be that the individual
cannot discriminate when he or she engages in the behavior
leading to a lack of audience control. For example, a
supervisee might not realize that he or she is making facial
expressions of disapproval or disbelief during a supervisory or
client meeting. In this example, the supervisor may have to
explicitly describe the behavior and employ strategies to fa-
cilitate the supervisee’s awareness of engaging in the behavior
(e.g., watch video recordings, develop a subtle cue that the
supervisor can give to indicate that it is occurring).

The supervisee may have a history of contingencies that
have directly shaped their poor interpersonal behavior. For ex-
ample, avoiding eye contact and remaining quiet may have
allowed the supervisee to avoid prior social interactions that
were anxiety provoking. The supervisee may have contacted
punishment for bringing up difficult situations in the past lead-
ing to current anticipatory anxiety and avoidance. The supervi-
sor may need to help the supervisee learn to identify situations
that he or she is likely to avoid, creating a hierarchy of aversive
topics or situations (Friman, Hayes, & Wilson, 1998). The
supervisee might also need to learn to tact the features of those
situations, identify any covert vocal behavior (e.g., negative
self talk) or somatic responses (e.g., upset stomach, headache,
shortness of breath), and develop alternative/incompatible re-
sponses that increase the likelihood of successfully addressing
the issue. The supervisor could role-play with the supervisee,
using multiple exemplars, until the new, incompatible re-
sponses are fluent. Most importantly, the supervisor should
differentially reinforce any instances in which the supervisee

brings a potentially emerging problem to the supervisor’s atten-
tion (e.g., BThank you so much for noticing and telling me that
this parent seems reluctant to implement the program. That is
going to allow us to come up with a strong rationale for the
current program or to develop an alternative intervention pro-
gram that is more acceptable to the parent.^).

One of the most common interpersonal problems for young
aspiring behavior analysts is lack of appropriate assertiveness
skills. For example, the supervisee might participate in his or
her first multi-disciplinary Individualized Educational Plan
(IEP) meeting and respond negatively to another IEP team
member’s suggestions or be overly assertive about behavior
analytic suggestions. The supervisee may never have been in
a situation in which they needed to accrue social value by
reinforcing the behavior of team members who are strangers
before respectfully offering other solutions to a joint problem.
Another common interpersonal pattern occurs when a
supervisee becomes overly assertive or emotional after a series
of prior avoidance responses. For example, the individual may
say Byes^ to inappropriate requests of a peer (e.g., Bwill you
proofread my paper the night before it is due^) or client (e.g., BI
want to rearrange my appointment with you again^) perceiving
that he or she is Bthinking of the other person’s feelings^ or
being accommodating. If the inappropriate requests that have
been reinforced continue to occur, the individual may suddenly
respond very differently by becoming upset and overly asser-
tive (e.g., Bstop taking advantage of me,^ Bwe are going to
terminate your services because you are not fully committed
to therapy^). Often the initial responses are reinforced because
the supervisee does not have a history of calmly addressing
situations directly and immediately (e.g., BI am sorry I can’t
help you tonight, but I already have other plans. Give me a little
more notice next time and I will gladly proof your paper.^).

Difficult conversations with clients and their families may
prove to be the most difficult of all resulting in significant
avoidance unless this repertoire is directly taught in a support-
ive, mentored environment. Most aspiring behavior analysts
who are relatively young will have a long history with agree-
ing with their own parents and almost no history with calmly
and kindly disagreeing due to potential long-term negative
outcome (e.g., BI know you want the best outcome for your
child and I am concerned that the frequent shift and cancella-
tion of appointments might limit how far your child can prog-
ress in services^). Similar issues can arise when a new behav-
ior analyst has to provide corrective feedback to their own
supervisees or address a sensitive issue of professionalism.
Without explicit instruction and practice, the new supervisor
may avoid feedback on issues that feel awkward but are im-
portant to the professional context (e.g., Bplease wear clothing
that has a higher neckline or waistline so that you don’t inad-
vertently show an inappropriate amount of your body in the
workplace^). Practicing behavior analysts will likely be re-
quired to have a variety of difficult conversations with staff
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or clients. The skills to successfully navigate these conversa-
tions are subtle and unlikely to exist prior to modeling, re-
hearsal and feedback with a supervisor. If a supervisor fails
to teach these appropriate assertiveness skills, the supervisee
could proceed down a path of poor client relationships and
poor supervisory relationships in their career as a behavior
analyst. In addition to live behavior skills training (BST), su-
pervisors might also refer supervisees to excellent print re-
sources (Carnegie, 1981; Patterson, Grenny, McMillan, &
Switzler, 2011), and assign specific sections to address rele-
vant areas of concern.

Difficulty Accepting and Applying Feedback

Difficulty accepting feedback is a common issue that arises
during many supervisory relationships. In terms of the
supervisee’s behavior, this may take the form of arguing with
the supervisor, demanding very specific examples of the behav-
ior of concern, defending or explaining, or crying and other
emotional responses. While there are many reasons that a
supervisee may react emotionally or unprofessionally to receiv-
ing feedback (e.g., having a bad day, the mode of feedback
delivery), if it is a recurring issue that persists despite reasonable
adjustments, it is likely that the behavior is maintained by access
to either social positive reinforcement (e.g., in the form of argu-
ing back, providing explanations, consoling the individual), or
social negative reinforcement (e.g., the issue is dropped or put
on hold), or a combination of both. Most available resources
focus on how to deliver effective feedback (Daniels, 2013a, b,
2015; Parsons et al., 2012; Reid et al., 2012), and this section
assumes that supervisors have assessed his/her own behavior in
their regard and made the necessary changes to ensure that he is
employing best practices in delivering feedback. However,
Hulse and Robert (2014) suggest having critical conversations
to pre-plan for feedback, such that supervisees are more likely to
accept feedback. The authors recommend some specific activi-
ties that can be completed using the Corrective Feedback
Instrument-Revised (CFI-R) to gather relevant information
(Hulse & Robert, 2014; Hulse-Killacky, Orr, & Paradise,
2006). Whereas the authors suggest doing this at the outset of
the relationship, it seems reasonable that it could be implement-
ed once the supervisory experience has begun.

Sellers et al. (2016) provide a recommendation to explicitly
discuss the expectations around accepting feedback. Bailey
and Burch include a chapter that addresses strategies for ef-
fectively receiving feedback that a supervisor can assign to a
supervisee (Bailey & Burch, 2010). It may be necessary for
the supervisor to overtly define the behavior for the supervisor
and point out examples of accepting feedback successfully as
they arise in the context of the supervisory relationship. The
supervisor should discuss the purpose of feedback, clearly
outlining the negative ramifications of not accepting feedback
in a professional manner. The supervisor might also facilitate

the supervisee engaging in self-reflection, as this can be pos-
itively linked with increasing acceptance of corrective feed-
back and even creating action plans (Sargeant, Mann, van der
Vleuten, & Metsemakers, 2009). The supervisor might ask
questions to evoke self-reflection such as: BHave you ever
received feedback like this from me or other previous
supervisors?^ The supervisor and supervisee might elect to
develop a specific plan that includes alternative behavior for
the supervisee to engage in, such as taking notes, paraphrasing
back the feedback, or thanking the supervisor for the feed-
back. The pair could also practice these skills in a role-play
context using fictitious scenarios that are less likely to evoke
the typical emotional responses in the supervisee.

Consider a scenario wherein a supervisee has consistently
responded to corrective feedback about incorrect implementa-
tion of targeted assessment procedures with defensive state-
ments. The supervisor might clearly define the supervisee’s be-
havior of defensiveness as making statements that that direct the
responsibility away from the supervisee and give some recent
examples (e.g., BFor example, when we discussed ensuring that
the items in the preference assessment were in working order,
you replied: ‘The line therapist left the toy on overnight and ran
out the batteries.’^). The supervisor could then explain that the
purpose of the feedback is to ensure that the client receives high-
quality services and that the team use time in clinical services
efficiently. The supervisee could be directed to paraphrase the
corrective feedback to the supervisor to replace immediately
engaging in defensive statements (e.g., BOk, so what you are
saying is that I should have checked the batteries before setting
up the preference assessment.^). Finally, the supervisor could
role-play using fictitious scenarios that have not historically been
problematic for the supervisee. The supervisor might say: BI
know that you are amazing at getting your reports turned in on
time, or ahead of time. But, let us pretend that you were consis-
tently late with reports and I need to give you some corrective
feedback.^ Using made up scenarios might reduce the presen-
tation of stimuli that evoke the specific problem behavior asso-
ciated with receiving feedback.

Supervisors should take measures to ensure that strategies
are matched to the likely function of the supervisee’s behavior
of concern. For example, if the behavior is maintained by the
attention provided during the exchange, the supervisor should
take care to deliver the feedback in a supportive, but direct
manner, and inform the individual that questions and discussion
will take place in the following meeting. Likewise, if the be-
havior is maintained by avoidance or escape from the unpleas-
ant conversation, the supervisor should ensure that feedback is
delivered before ending the meeting. If needed, the supervisor
could acknowledge that the feedback may be difficult to hear
and offer the supervisee a break to get a drink of water or use the
restroom, before returning to complete providing the feedback.

A different, but related issue is when a supervisee consis-
tently fails to respond to feedback by making the necessary
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changes to products or his/her behavior. This problem may
occur in conjunction with difficulty receiving feedback or in
spite of having accepted the feedback in a very professional
manner during the meeting. The supervisor should first ensure
that the feedback is high quality, prescriptive, and stated in a
positive and supportive manner (DiGennaro Reed et al.,
2013). If the feedbackwas effective, a possible cause for failed
behavior change may be a lack of follow-up and performance
checks in the desired skill. The supervisor ought to clearly
outline the required steps for the supervisee, schedule or con-
trive specific performance checks, and provide timely ongoing
feedback. For difficulties with accepting or implementing
feedback, it may be necessary to link changes in receipt of
feedback to systematic performance reviews.

The supervising behavior analyst should put forth every rea-
sonable effort to detect, conduct a functional assessment, and
repair or address issues that might arise during the supervisory
relationship. Even persistent problems may be overcome with a
systematic behavior-analytic approach, leading to positive out-
comes for the supervisor and supervisee. However, if the
supervisee’s professional and interpersonal issues remain un-
changed and lead the supervisor to believe there is a risk of
incompetence in the supervisee’s ongoing and future clinical
practice, the supervisor might consider if it is appropriate to
terminate the supervisory relationship in a professional manner.
This option should never be taken lightly, should be a last resort,
and should be in accordance with the conditions outlined in the
supervision contract (a sample can be obtained on the BACB
website). Recommendations for establishing the supervision
contract at the beginning of the supervisory relationship are
outlined in the Sellers et al. (2016) article.

Depending on the presenting problems, it is possible that a
supervisor might take other actions, in addition to terminating
the supervision contract (e.g., involving management or human
resources, filing a BNotice of Alleged Violation^ with the
BACB); however, that is outside of the scope of this paper. To
terminate the relationship, the supervisor should prepare a writ-
ten document indicating why the relationship is being terminat-
ed, referring to the specific conditions within the contract. In a
final meeting, the supervisor should review the document with
the supervisee to answer any questions she might have.

Conclusions

Various problems may become evident throughout the course
of supervision. The problems may be in the supervisory rela-
tionship itself or they may be related to the supervisee’s inter-
personal skills or professional repertoires. These problems
could limit the success of supervision and jeopardize ongoing
professional activities if they are not detected and addressed
swiftly by an attentive supervisor. The transition from the
student role to the professional role can be a challenging one

if the supervisor and graduate program have not actively fo-
cused on establishing critical skills for becoming a profession-
al behavior analyst in addition to basic concepts, principles,
and procedures (Bailey & Burch, 2010).

Taking a thoughtful and systematic approach to issues that
may arise during the supervisory relationship has several im-
portant effects that are worth summarizing. First, addressing
the issues directly increases the skills of the supervisee and
their future chances of success. Second, the skills of the su-
pervisor may improve through their efforts to examine the
literature on supervision and engage in a systematic functional
assessment and development of an action plan. This process is
also modeled for the supervisee, increasing the likelihood that
the supervisee will take a similar approach if he or she moves
into a supervisory role in the future. Both the supervisor and
supervisee may be less likely to avoid difficult or uncomfort-
able situations during supervision in the future if they have
been successful at addressing issues.While this paper does not
provide coverage of all problems that could arise during su-
pervision, the examples provided here will hopefully provide
sufficient guidance and resources to help supervisors detect
and address commonly occurring problems.
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Appendix A Potential Study Guide for Journal Clubs

1. List three different behavioral indicators that issues may be present
in the supervisory relationship.

2. List and describe the five steps to take in repairing a defective rela-
tionship due to problematic supervisor behavior.

3. List common barriers to effective organizational and time manage-
ment skills.

4. List and describe three reasons that defective interpersonal skills
might develop.

5. What are two recommendations for addressing issues related to dif-
ficulty accepting feedback?
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Abstract Practicing behavior analysts and behavior analysts
in academic settings often provide supervision for young pro-
fessionals who are pursuing certification as a behavior analyst.
Effective supervision is critical to the quality of ongoing be-
havioral services, the professional development of the
supervisee, the continued growth of the supervisor, and the
overall development of our field and its practice. The
Behavior Analyst Certification Board recently instituted sev-
eral new requirements including training in supervisory prac-
tices prior to supervising those who are accruing hours toward
the experience requirement for certification. However, few
published resources exist to guide supervisor activities and
recommended practice. The paper summarizes five overarch-
ing recommended practices for supervision. For each practice,
detailed strategies and resources for structuring the superviso-
ry experience are provided.

Keywords Certification . Fieldwork experience . Individual
supervision .Mentoring . Practicum . Supervision

The field of applied behavior analysis (ABA) has a rich liter-
ature base on effectively teaching new practitioners discrete
skills, such as conducting functional analyses (FAs) of prob-
lem behavior and interpreting the results (Chok, Shlesinger,
Studer, & Bird, 2012) and using effective instructional

practices during both discrete trial and incidental teaching
formats (Lerman, Vorndran, Addison, & Kuhn, 2004). Much
of these training efforts are accomplished through the use of
behavioral skills training (BST) which consists of four com-
ponents—instructions, modeling, rehearsal, and feedback
(Miltenberger, 2003). Practitioners can access synthesized
guides, like the recent publication by Parsons, Rollyson, and
Reid (2012) outlining evidence-based staff training strategies
and practice considerations in implementing those staff train-
ing strategies. Although there is a large body of literature
regarding how to teach behavior analysts new specific skills,
there is a paucity of research and few practice guidelines to
inform effective overall supervision practices .

In the past 5 years, the number of individuals pursuing
certification through the Behavior Analyst Certification
Board® (BACB®) as Board Certified Behavior Analysts®
(BCBAs®) and Board Certified Assistant Behavior
Analysts® (BCaBAs®) has substantially increased (Carr
2015). This rapid rise in individuals seeking training and pur-
suing certification is likely due to multiple factors. For exam-
ple, one factor contributing to the rise is the increasing demand
for intervention services as many states mandate managed
care coverage for ABA services for individuals diagnosed
with autism. In addition, many public schools are increasing
the credentialing requirements for those providing services for
individuals with disabilities.

The BACB has clearly established requirements for eligi-
bility to sit for the exam, as well as the requirements of those
behavior analysts wishing to provide supervision (Behavior
Analyst Certification Board, 2015a, b). Despite clear require-
ments about eligibility from the BACB, the specific activities
used to mentor and teach supervisees are determined by indi-
vidual BCBA supervisors (Behavior Analyst Certification
Board, 2015a). That is, the specific content and strategies
employed during supervision are not directly dictated by the
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BACB. Many behavior analysts may have never received ex-
plicit instruction or guidance on how to be an effective super-
visor or on the critical nature the role of supervisor plays in the
shaping of professionals in a field. Since many established
behavior analysts never received explicit training in supervis-
ing others as part of their graduate education, most of us have
likely had at least some non-optimal experiences with a
supervisor and we must strive to behave differently with our
supervisees. Bailey and Burch (2010) encourage us to Btry to
be the supervisor you always wanted but never had^ (p.93).

Perhaps in response to the lack of explicit instruction and
non-optimal supervisory practices, the BACB created a
Supervision Task Force, resulting in several changes to the
supervision and experience requirements (BACB, 2012).
The BACB added eligibility requirements for BCBAs to pro-
vide the required supervision to those pursuing certification or
to practicing BCaBAs. Before BCBAs can provide supervi-
sion, they must complete an 8-h competency-based training
covering effective supervision following the curriculum
guidelines set forth by the BACB. In addition, those pursuing
certification and those BCBAs who would like to provide
supervision must complete the BACB’s online supervision
and experience training module, which describes the specific
guidelines and logistics for supervision and experience hour
accrual. Finally, for all BCBAs who wish to provide supervi-
sion, the BACB added the specification that certificants must
complete 3 h of supervision continuing education as part of
the total required 32 h within each 2-year recertification cycle.

Due to the new criteria established by the BACB, we have
the structure to ensure that our time in supervision is more
likely to be productive and effective. This structure also facil-
itates the development of future behavior analysts who are
competent, confident, effective with consumers, and who con-
sistently engage in ethical and responsible practice. However,
there is still a personal commitment on the part of the super-
vising BCBA to ensure these resources are used to their fullest
potential and that the supervision experience is substantial and
high quality. There are some resources to guide effective su-
pervision of direct clinical service delivery and procedural
implementation (e.g., Reid, Parsons, & Green, 2012); howev-
er, there are insufficient published resources to guide supervi-
sion of the more complex repertoires required to be a compe-
tent behavior analyst (e.g., ethical decision-making; fluent ap-
plication of concepts and principles in program design). The
field needs literature to guide our supervisory practices and
supervisors must be prepared to acknowledge their direct role
in shaping the future of our field and the quality of future
BCBAs and BCaBAs.

In recent years, the field has produced recommended prac-
tice guidelines in a number of areas, including staff training
(Parsons et al., 2012), treatment selection (Geiger, Carr, &
LeBlanc, 2010), and measurement system selection (Fiske &
Delmolino, 2012; LeBlanc, Raetz, Sellers, & Carr, 2016) that

have helped shape our practice. The purpose of this paper is to
establish five overarching recommended practice guidelines
for individual supervision in the field of ABA. Although
group supervision can be an important and valuable compo-
nent of supervision, these practice guidelines will focus on
individual supervision only. These guidelines were developed
as part of an initiative to standardize practices in a human
services agency. A subcommittee of BCBA-Ds met regularly
for multiple years to identify critical aspects of supervisory
practice, relevant regulatory guidelines by credentialing orga-
nizations, and resources to support supervisors in engaging in
those practices. In general, these practices follow the timeline
of establishment of the relationship through the end of the
accrual of experience hours and beyond. The five practices
include (1) Establish an effective supervisor-supervisee rela-
tionship, (2) Establish a structured approach with specific con-
tent and competencies, (3) Evaluate the effects of your super-
vision, (4) Incorporate ethics and professional development
into supervision, and (5) Continue the professional relation-
ship post-certification. For ease of reading and consistency,
the authors chose to use feminine pronouns throughout as a
substitute for he or she and his or her.

Recommended Practice Guideline 1: Establish
an Effective Supervisor-Supervisee Relationship

Before a supervisor can establish an effective relationship with
supervisees, it is important for the supervisor to fully under-
stand the gravity of the mentor role. The supervisor has the
responsibility for development of all aspects of the applied
behavior analytic repertoire including the assessment and
treatment skills sets, ethical skill sets, overall values and pro-
fessional behavior, and interpersonal skills for interacting pro-
fessionally with parents, clients, co-workers and other profes-
sionals. The supervisor has an opportunity to shape successful
behavior analysts who become emissaries for our profession.
The relationship between supervisor and supervisee must be
established with an understanding of the critical importance of
the relationship and the need to focus supervision on develop-
ment of optimal skills to produce final success as a practicing
behavior analyst.

Building an effective supervisory relationship with appro-
priate expectations clarified at the outset is the foundation on
which the remaining four recommended practices discussed in
this paper are built. If the relationship is not established with
clear guidelines, mutual agreement, and mutual respect, the
remaining recommended practices will be difficult to consis-
tently follow and dysfunction may develop in the relationship.
For example, if the supervisor has not clearly described the
expectation for mutual timeliness for all meetings, one of the
two parties might be late to the meeting resulting in inadequate
time to effectively focus on the targeted skills and client
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issues. However, if the supervisor sets clear expectations be-
fore supervision begins and adheres to those same parameters
of timeliness and prioritization of the relationship, this poten-
tial issue will be avoided rather than managed after the fact.
Due to the importance of this practice recommendation, the
remaining components of this specific recommended practice
are discussed in sections that can be viewed as specific behav-
iors for the supervisor to engage in when establishing the
relationship and adhering to recommended practice guideline
1. The individual receiving supervision should also read these
guidelines and understand that the supervisor will use them in
her practice with the supervisee.

Supervision Contracts The first step in establishing an effec-
tive supervisor-supervisee relationship is to ensure that both
parties understand their roles and the scope of the supervision.
To this end, the BACB requires that supervisors and
supervisees agree to and sign a contract (BACB, 2015a) at
the onset of the supervisory relationship. The supervisor can
download and use a sample contract provided by the BACB
on their website (BACB, 2015b) or create their own contract
that meets the same specifications. Versions are available for
university and non-university practice settings. The BACB
clearly outlines the supervision contract requirements for prac-
titioners, indicating that the supervision contract should clear-
ly describe the responsibilities of the supervisor and
supervisee, the scope of activities considered appropriate for
experience hours, as well as instructional objectives for the
supervisee. It is critical to clearly define, in objective and
measurable terms, the criteria that must be met for the super-
visor to sign the final Experience Verification Form (EVF;
BACB, 2015a) and any consequences should either party fail
to adhere to the requirements of the contract (e.g., if the
supervisee feels she met her obligations for experience but
the supervisor disagrees and does not sign the EVF, she can
contest the determination to the BACB). The supervisor
should ensure that the contract includes an indication that
the supervisee may need to obtain written permission from
her employer when applicable (e.g., the employer is not also
the supervisor). The BACB requires that supervision contracts
include language indicating that both parties understand and
agree to act in accordance with all BACB ethical
requirements.

The next step is to review the contract with the supervisee
and answer any questions. It is recommended that the super-
visor have the supervisee list out all of the activities, along
with the frequency and duration of those activities that she
would like to credit toward the fieldwork requirements. The
discussion of appropriate activities may occur at the onset of
the supervisory relationship and may be a continued conver-
sation throughout the supervisory experience as new opportu-
nities arise. The supervisor should then consider each of the
requirements and determine whether the requested activities

are indeed appropriate activities according to the BACB.
Appropriate activities focus on the supervisee acquiring new
behavior analytic skills, as guided by the current task list. The
activities must also be consistent with the dimensions of be-
havior analysis as outlined by Baer, Wolf, and Rilsey (1968).
In determining the acceptable activities, it is also important to
indicate how many fieldwork experience hours will be ac-
crued weekly to determine the number of required supervision
hours to which you are committing as a supervisor. A super-
visor should not enter into the relationship if they cannot sus-
tain the volume of experience hours and supervision that the
aspiring certificant is hoping to accrue.

Setting Clear Expectations In the first meeting, the supervi-
sor should take time to discuss her expectations of the
supervisee. Setting clear performance expectations is a critical
component in evidence-based supervision (Reid et al., 2012).
Supervisees cannot be expected to meet performance expec-
tations if those expectations are not clearly delineated. In turn,
supervisors cannot effectively assess performance if the ex-
pectations have not been defined ahead of time. One aspect of
the supervisor-supervisee relationship is to build the
supervisee’s repertoire of professional behavior; therefore, it
is helpful to review specific expectations related to the super-
vision meetings. One strategy for enhancing organizational
skills and professional behavior is to have the supervisee sub-
mit a draft agenda to the supervisor 24 h before each meeting.
Crafting an effective agenda requires the supervisee to plan in
a comprehensive and thoughtful way to prioritize their needs
and make the supervision time productive. This advanced
agenda also gives the supervisor the opportunity to review
materials and plan resources that they might share with the
supervisee in the meeting. See Appendix A for a sample agen-
da. The supervisor should also set specific expectations
around note taking, deadlines for completion of products re-
lated to assigned activities, and systems for managing docu-
mentation (e.g., tracking experience and supervision hours).
For example, the supervisor may ask the supervisee to send
documents before supervision (e.g., an agenda, a tracking
sheet with accrued hours, a prepared documentation form).

Receiving and Accepting Feedback Early in the relation-
ship, the supervisor should take the time to describe the su-
pervision process and that it will include specific feedback.
This feedback should clearly indicate the aspects of the
supervisee’s performance that met expectations, as well as
those that did not and what actions the supervisee should take
to remediate deficits (Reid et al., 2012). Setting the expecta-
tion for specific feedback that is both positive and construc-
tive, prepares the supervisee to expect to discuss performance
strengths and weaknesses, and may lessen any undue stress
associated with receiving feedback. This practice will also
model for the supervisee how to give both positive and
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constructive feedback in preparation for their future supervi-
sion of others. This is also a good time to set expectations
regarding how feedback should be accepted. For example,
the supervisor might acknowledge that receiving corrective
feedback can be difficult, but if both parties understand the
importance of the feedback and agree at be professional and
respectful, the process should be positive. In addition, the su-
pervisor might describe specific behaviors that the supervisee
can exhibit when receiving any type of feedback, such as smil-
ing, nodding, taking notes, paraphrasing the feedback back to
the supervisor, and asking for clarification or examples.

Creating a Committed and Positive Relationship In addi-
tion to setting expectations, it is also important for the super-
visor to convey a strong commitment to creating a positive
learning context in which the supervisee is expected to flour-
ish and also make some mistakes. The supervisor can convey
commitment by being pleasant and caring (e.g., greet the
supervisee each meeting, smile, point out the supervisee’s
successes and accomplishments) and being consistently pro-
fessional (e.g., being on time to meetings, providing promised
materials and resources, editing and responding to products in
a timely manner, providing information about conferences or
training events). These actions provide an important model for
the supervisee’s own behavior and communicate that the su-
pervisor values the supervisee and takes the mentor role seri-
ously. It is important to note that behavior analysts are obli-
gated by the Compliance Code to use positive reinforcement
in supervisory practices, and to deliver feedback and rein-
forcement in a timely manner (BACB, 2014). Therefore, cre-
ating a positive context and supportive relationship is not only
optimal practice, but is also explicitly required by the BACB.

The overarching goal of the supervisor should be to devel-
op and foster a relationship where feedback and guidance is
valued and the supervisee wants to attend and be an active
participant at the meetings. Supervisors can do several things
to develop such a relationship, including providing frequent
specific praise and feedback. When providing corrective feed-
back, the supervisor should clearly indicate the incorrect be-
havior demonstrated and specify what the supervisee should
do differently next time (Reid et al., 2012) and use a behav-
ioral skills training model in teach skills (Parsons et al., 2012).
When providing corrective feedback, the supervisor may want
to begin by making an empathetic statement, such as: BI un-
derstand that this skill is really complicated, and I appreciate
your hard work in learning this skill.^ The supervisor should
also consider framing the feedback with do statements, as
opposed to don’t statements (e.g., BVary your praise state-
ments by changing what you say.^ Vs. BDon’t always say
‘good job.’^). The supervisor can finish the feedback delivery
with an optimistic statement about future performance and
reiteration of the fact that she is glad to be the individual’s
supervisor (Reid et al., 2012). Remember what your mother

told you: it’s not just what you say, but how you say it (i.e.,
exact words, tone) that really matters.

Recommended Practice Guideline 2: Establish a Plan
for Structured Supervision Content and Competence
Evaluation

Evidence-based supervision is both performance- and
competency-based (Falender & Shafranske, 2004; Parsons et
al., 2012). Specifically, the performance-based component of
supervision focuses on the specific behaviors that are modeled
and trained. Competency-based supervision refers to estab-
lishing a pre-determined mastery criterion for each behavior
or task, and having the supervisee perform the task until that
criterion is met. In order to accomplish this in a systematic
way, supervisors might develop a set of objective and measur-
able target skills (i.e., competencies) using the current BACB
task list. Doing so facilitates assessment of the supervisee’s
progress and mastery of the competencies. Having these com-
petencies delineated also facilitates the supervisor engaging in
self-evaluation to determine the efficacy of her supervision.
Finally, for those individuals supervising multiple people,
clear competencies with objective mastery criteria may pre-
vent inconsistency or inequity in supervisory practices across
supervisees.

Creating the competencies should begin by reviewing the
BACB task list in detail, and organizing the tasks and content
into logical groupings and sequences. It is recommended that
supervisees have one primary supervisor who coordinates the
overall progress of supervision while other BCBAs periodi-
cally provide additional supervision to provide multiple ex-
amples of how different professionals approach various is-
sues. The primary supervisor should take the responsibility
for ensuring that there is coordinated mentoring and evalua-
tion for the supervisee. Attention should be paid to differenti-
ating competencies for knowledge and discussion-based con-
tent, versus those that are performance and observation-based.
Knowledge-based content requires the supervisor to ensure
that the supervisee can demonstrate an understanding of the
concept, principle, or technology (Parsons et al., 2012). For
example, the supervisor may want the supervisee to correctly
define and give examples of positive and negative reinforce-
ment. In this case, the supervisor may simply ask the
supervisee to provide the examples and compare their re-
sponses to a pre-determined acceptable response requirement
for their verbal response. Performance-based content, on the
other hand, focuses on correct performance of a skill at some
indicated mastery criterion (Parsons et al., 2012), assessed in
either live or role-play scenarios. For example, the supervisee
may need to conduct all conditions of a functional analysis
with 100 % procedural integrity. Simply describing the set up
would be insufficient for this mastery criterion. In this case,
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the supervisor should set up a situation to directly observe the
supervisee engaging in this task with a client or in a role-play
and score performance accordingly. Each of these competency
types is explained in more detail below.

Evaluating knowledge-based competence typically involves
having the supervisee provide definitions, explain the content,
give examples and non-examples, and critically evaluate sce-
narios. It is important for the supervisor to determine the scope
of potential audiences to ensure that the supervisee can apply
the content to the requisite contexts. For example, it may be
important for the supervisee to be able to explain the process
and procedures related to extinction in both behavior analytic
terms, as well as terms suitable for non-behavior analytic audi-
ences (e.g., parents, teachers, school administrators). An exam-
ple of a knowledge-based competency that requires the
supervisee to distinguish between environmental and mentalis-
tic explanations of behavior is provided in Appendix B.

Assessing competency with performance-based content is
typically completed by observing in vivo performance of the
skill or task, reviewing a permanent product (e.g., data sheet,
behavioral intervention program, graph), or role-playing ac-
tivities that are not readily observable. For example, the
supervisee might want a supervisee to complete all conditions
of a functional analysis with 100 % procedural integrity. The
supervisor can either arrange an opportunity to do this live
with an actual client or complete this in a role-play context if
no appropriate direct clinical opportunity exists. An example
of a performance-based competency that requires the
supervisee to design and describe a functional analysis is pro-
vided in Appendix C. As the supervisee moves through the
competencies with their supervisor(s), the primary supervisor
can use this list to track progress on skills and ability to re-
spond to and incorporate feedback.

The supervisor should make the competencies target list
available to the supervisee, and review the list at the start of
the supervisory relationship. The supervisor and supervisee
should discuss the areas and tasks to focus on first. Selection
might be driven by the supervisee’s current work activities in
an attempt to select those tasks and content areas that are most
relevant and which the supervisor might master most easily.
Another consideration is the supervisee’s pre-existing skill set
in certain areas. If a supervisee does not have any experience
creating measurement procedures, the supervisor might select
this as an early skill to work on to provide sufficient time to
address the concepts and skills in a systematic manner. In
addition, the supervisee can use the list to self-evaluate areas
of strength and weakness. This self-reflection might lead to
the supervisee nominating areas to target for focused practice
and other skills that are already strong that she might request
to immediately try to perform at mastery. For example, if a
supervisee has consistently graphed data in a software pro-
gram, she might ask to present a work sample with follow
up questions posed by the supervisor (e.g., “can you explain

why you chose a dotted phase change line here?”, “howwould
you create a secondary y-axis?”) rather than direct demonstra-
tion of the actual graphing behavior.

The supervisor should clearly explain that it is unlikely the
supervisee will meet every competency the first time they
attempt to do so. A supervisees’ meeting of the mastery
criteria for each competency on the first attempt might indi-
cate that the mastery criteria have been set too low. The pur-
pose of developing clear and objective competencies is to
ensure that knowledge and skills are demonstrated at a level
that ensues that consumers will receive high quality services,
which requires the standards to be quite high. Explaining to
the supervisee that she is likely to need to repeat some com-
petencies may reduce emotional responses and facilitate dili-
gent preparation for a second attempt when the initial attempt
is unsuccessful.

The supervisor should also clearly and supportively de-
scribe the assistance that will be provided and the steps for
remediation when the criterion is not met for a competency.
Because the competencies are determined ahead of time, the
supervisor should be able to objectively determine if the
supervisee meets a requirement. If the supervisee does not
demonstrate mastery, the supervisor should provide additional
support using a behavioral skills training approach, such as
reading material, and should model, allow practice, and pro-
vide feedback, until the mastery criterion is met. The supervi-
sor could direct the supervisee to pre-selected articles or book
chapters on the competency with guidance to read further
before attempting to retest (see Appendices B and C for
examples of extra resources for sample competencies). The
supervisor should have pre-made extra examples, non-exam-
ples, or scenarios that they can use as rehearsal opportunities
or for a second testing opportunity.

Developing and using competencies during supervision will
ensure the supervisor has a well-constructed plan to develop
the supervisee’s skills, enabling the supervisee to have experi-
ences that will increase the likelihood of being successful in
her new career. The BACB requires that supervisors develop
specific evaluation criteria for the tasks and content covered in
supervision and convey that information to the supervisee prior
to the start of supervisory relationship (BACB, 2014). While
developing these resources is no easy task, and needs to be
done thoughtfully and before supervision begins, the benefit
of doing sowill positively impact each supervisee, as well as
the clients with whom the supervisee works.

Recommended Practice Guideline 3: Evaluate
the Effects of the Supervision

The BACB (2014) specifically indicates that supervisors must
create systems for the purpose of assessing the outcomes of
their supervision activities and efforts. A supervisor can
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evaluate the effects of her own supervision in a number of
different ways including the following suggestions. The su-
pervisor might track the number and rate of competencies
completed by the supervisee. During meetings, the supervisor
can note changes in the language used by the supervisee to
assess if she is using more precise language as modeled by the
supervisor. The supervisor might also track the number and
type of errors made in permanent products (e.g., data sheets,
program and intervention plans, job aids and treatment integrity
forms, reports). For example, the supervisor might track the
number of grammatical errors and technical errors. If the num-
ber of different errors decreases over time in response to spe-
cific feedback, then the supervisor has some indication that her
supervision is having a positive effect. In addition, improve-
ments in client outcomes might be indirectly suggestive of
positive effects of the supervision process. In other words, the
clinical expertise and guidance provided by the supervisor may
result in improvements in clinical programming and outcomes.

The supervisor can also solicit feedback directly from the
supervisee. This feedback can be solicited in an ongoing, in-
formal, and non-threatening way during supervisionmeetings.
Early on in the supervisory relationship, the supervisor can
indicate the preference to receive feedback from the
supervisee. The supervisor should frequently ask the
supervisee if she feels her needs are being met and if the
information is being provided in an easily consumable way.
If the supervisee provides relevant feedback to the supervisor
should do her best to incorporate that feedback immediately.

On a more formal note, the supervisor could create a brief
structured survey for the supervisee to complete. The survey
should include specific areas, including organization, the
knowledge level of the supervisor, and provision of praise
and feedback. In addition, the supervisor could ask the degree
to which the supervisee finds the supervision meetings and
information covered useful and relevant to her clinical work.
The survey could also include open-ended questions, such as:
BWhat do you like best about the supervision activities?^ or
BWhat could we do differently together to enhance the super-
visory experience?^ Using a structured survey may work best
when a supervisor has more than one supervisee and can ad-
minister the survey such that the results are anonymous. Some
supervisors might have the opportunity to discuss the effects
of supervision with the supervisee’s employer. In this case, the
supervisor might consider having brief, recurring discussions
with the employer to assess the degree to which positive
changes in the supervisee’s skills set have been detected. If
appropriate, the supervisor could ask the employer to com-
plete a brief survey at a mid-point and at the end of the super-
vision relationship.

The strategies described above and many others could be
used to evaluate supervisory practices. As with any other be-
havior analytic endeavor, the behavior analyst should collect
some type of data that is indicative of the impact of the specific

strategies that she employs. Without this examination of the
effects of supervision, the supervisor might continue to use
ineffective strategies. Thoughtful reflection, honest discus-
sion, and measurement of some performance that should be
expected to change as a result of supervision will allow the
supervisor to make well-informed, data-based decisions about
their ongoing supervision activities.

Recommended Practice Guideline 4: Incorporate
Ethics and Professional Development
into Supervision

In addition to competencies addressing behavior analytic
knowledge and skills, the supervisor should address and di-
rectly shape ethical and professional development during the
supervisory relationship. In fact, 7.0 of the Compliance Code
requires that behavior analysts actively work to establish and
foster a culture that values and promotes ethical behavior in
their work environment and actively increase others’ aware-
ness of code 7.0 (BACB, 2014). The three authors of this
manuscript have a combined 27 years of experience providing
supervision to aspiring BCBAs, BCaBAs, and licensed psy-
chologists. In our experience, ethical dilemmas present the
most challenging aspect of a new graduate’s career.
Clinicians report this to be one of the most difficult parts of
their everyday experiences. In spite of review and mastery of
the ethics code in their training and testing situations, an as-
piring or new credentialed clinician may feel daunted by eth-
ical situations that arise suddenly in practice settings. The
details of an ongoing ethical dilemma can make it seem dif-
ferent from scenarios that have previously been discussed
even when the fundamental issues are similar, resulting in a
failure to use the appropriate response in this generalization
opportunity.

It is critical that supervisors expose supervisees to a wide
variety of ethical dilemmas, actively analyze the situations for
the core ethical issues that should control responding, evaluate
the benefits and concerns of multiple potential responses to-
gether (i.e., structured problem solving). Supervisors in orga-
nizational settings should become familiar with strategies for
building a structure that promotes ethical behavior and super-
vision (Brodhead & Higbee, 2012). Readers are also directed
to Bailey and Burch (2011) Appendix C: Fifty Ethics
Scenarios for Behavior Analysts for relevant and varied ex-
amples to discuss in supervision. It is equally important to
engage in ongoing discussions about actual ethical dilemmas
as they occur, creating multiple learning opportunities for the
supervisee to practice decision-making around difficult issues.
Though the supervisee may always need support in making
difficult decisions, it is important that they experience this
complex process while under supervision. This ensures that
the first time they encounter an ethical dilemma does not occur
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Table 1 Practice guideline resources and ideas

Guideline Area Action Resources/ideas

Guideline 1 Establish Contracts Use a well crafted contract →Download template from BACB

Effective Supervisor-
Supervisee Relationship

→Customize the template from BACB or create
own

Clear Expectations Identify clear expectations
for supervisor and
supervisee behavior

→Create a document or PowerPoint defining
supervisor and supervisee behavior
expectations and review with supervisees at
the outset

→Create agenda and notes templates

Receiving and Accepting
Feedback

Develop and use effective
feedback skills, directly
teach supervisees to
effective feedback skills

→Create a document or PowerPoint with
specific information about how to receive and
accept feedback

→Chapter 20 Bailey & Burch 25 Essential
Skills

Parsons et al. (2012) Article on effective staff
training

→Print and post the infographic BThe Most
Powerful Leadership Tool—Positive
Reinforcement—5 keys to Effective
Delivery^ (Daniels, 2015)

→Review the blog articles at http://
aubreydaniels.com/blog/ (Various blog
articles; Aubrey Daniels Blog, 2015)

Creating a Committed
and Positive
Relationship

Develop skills and systems
that facilitate development
of a positive culture and
supervisory experience

→Dale Carnegie (1981) BHow to Win Friends
and Influence People.^

→Article by Darnell Lattal BThe Science of
Success: Creating Great Places to Work^
(Lattal, 2012)

→Create a company-wide providing
supervision

→Create a company-wide training for those
providing supervision

→Model critical behavior for creating a positive
supervision experience

→Provide specific feedback to supervisees

→Incorporate this into staff performance
evaluations

Guideline 2 Establish A
Structured Supervision
Content and Competence
Evaluation Plan

Create Measurable
Competencies
(knowledge and
performance based)

Develop a system for addressing
and measuring critical areas
of knowledge and skills

→Use the BACB™ Task List to create specific
each task

→Create an accompanying supervisor’s manual
with example definitions, scenarios, and
resources

Review Competency
Requirements
Supervisee

Set aside time meetings to
fully and competencies

→Provide supervisees with a version of the
competencies for self-management and
tracking

→Review expectations for demonstration of
mastery as each task is addressed

Create Plan for
Addressing
Supervisee Failing to
Demonstrate
Competency

Develop a systematic procedure
for tracking and remediating

→In the supervisor’s manual, include extra
resources and back-up activities to be
completed

→Document steps taken to address lack of
content/skill demonstration and level of
success
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post-certification. That is, having ample opportunity to discuss
issues and tackle hypothetical or real problems in supervision

will increase the supervisee’s confidence and skill set in deal-
ing with ethical dilemmas.

Table 1 (continued)

Guideline Area Action Resources/ideas

Guideline 3 Evaluate
the Effects of the
Supervision

Monitor Effects During
Supervision and Work
Activities

Develop system for assessing
the effects of supervision
activities

→Create a tracking system to measure number
and rate of competencies mastered

→Measure application of the skills during
supervisees’ work activities within the
company

→Include measures related to effects of
supervision on supervisee’s performance
evaluations

Solicit Feedback Actively solicit feedback from
Supervisees

→Regularly ask for feedback directly

→Create an anonymous survey that is
administered to supervisees on a regular
schedule

Guideline 4 Incorporate
Ethics and Professional
Development into
Supervision

Ethics Actively engage in activities to promote discussion
and critical analyses of ethical considerations and
potential dilemmas Engage in discussions and
problem solving around actual ethical dilemmas

→Create a repository of examples of relevant
ethical dilemmas; solicit from colleagues

Engage in discussions and problem solving around
actual ethical dilemmas

→Create structured relevant codes situations
that organization

→Develop an BEthics^ committee to
disseminate resources and help address
concerns and have supervisees participate or
review material

→Use the examples provided Bailey and Burch
(2011) book

→Use examples from the BEthics Challenge^
section in issues of the APBA Reporter
(APBA, 2015)

Professional
Development

Actively promote professional
development and provide
opportunities

→Provide information about local and relevant
professional conferences and workshops

→Provide assistance conferences and
presentations

→Assign articles and require written summaries
and presentations

→Use group supervision to have supervisees
read, analyze, summarize, and present on

→Suggest journals for subscription and groups/
associations for membership

→Read article by Carr and Briggs (2010) on
strategies for remaining in contact with
research

→Use the ERIC database through ProQuest for
those registered with the BACB™ through
the BACB Gateway

Guideline 5 Continuing the
Professional Relationship
Post Certification

Establish Parameters for
Ongoing Support

Actively communicate that the
supervisee can contact you
in the future

→Create schedule of ongoing check ins

→Create network of individuals who can serve
as professional contacts for supervisee

→Invite the supervisee back to engage with and
support others pursuing BCBA certification

→Create access to university resources
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Professional development encompasses the ongoing
activities, which facilitate continuous learning and skill
development (e.g., leadership training, workshop atten-
dance for new skill development) and familiarity with
current research-based best practices (e.g., remaining in
contact with the literature, attending conferences).
Supervisors should encourage supervisees to subscribe
to one or more relevant behavior analytic journals.
Carr and Briggs (2010) provide a framework and prac-
tical suggestions for maintaining contact with applied
behavior analytic literature. Supervisors can model ap-
propriate professional development behavior by consum-
ing the published literature, identifying relevant articles,
and analyzing those articles with the supervisee.
Supervisors should regularly share relevant articles with
the supervisee during supervision meetings. The articles
might include demonstrations of a specific intervention
(Charania et al., 2010; Riviere, Becquet, Peltret, Facon,
and Darcheville 2011), conceptual and review papers
(Hanley, Iwata, & McCord 2003; Michael, 1985;
Volkert & Vaz, 2010), or syntheses of practice guide-
lines for clinical practice (e.g., Geiger et al., 2010;
Grow, Carr, & LeBlanc, 2009; Hanley, 2012; Hanley,
Jin, Vanselow, & Hanratty, 2014; Iwata & Dozier,
2008; Tiger, Hanley, & Bruzek 2008). Many of the ar-
ticles referenced include helpful tables, decision-making
algorithms, and tools in the appendices that supervisees
may find useful. It may benefit supervisees to observe
supervisors use the published literature to select relevant
articles for a clinical need and translate the procedures
into a clinical protocol for a client. Supervisors may
also look to Bailey and Burch (2010) for a detailed
resource on critical skills for professional behavior ana-
lysts. Bailey and Burch provide a self-evaluation of pro-
fessional skills that supervisors may wish to have
supervisees complete at the beginning and end of the
supervision experience.

Supervisors can also encourage conference attendance
and provide guidance on professional behavior and
strategies for maximizing learning and networking op-
portunities during the conference. Supervisors should
review conference schedules with supervisees and offer
feedback with respect to selection of topics and specific
presenters. Attending talks on a range of topics can help
to expand the supervisee’s knowledge base and perspec-
tive on the breadth of the field. Accordingly, a behavior
analyst might provide services for young children but
attend a talk on working with older adults due to a
personal interest or as preparation for potentially
expanding into a new pract ice area (LeBlanc,
Heinicke, & Baker, 2012). Supervisees may be unfamil-
iar with specific researchers in the field so the supervi-
sor might direct attendance selections based on the

presenter’s history, affiliation or significant contributions
to the field.

Recommended Practice Guideline 5: Continuing
the Professional Relationship Post-Certification

Once a supervisee has completed their supervision, defined as
both meeting the hour requirement and meeting all competen-
cies provided by the supervisor, the relationship between su-
pervisor and supervisee should transition but probably not
end. The formal ending of this part of the relationship should
be celebratory and the supervisor and supervisee should take
some time together to reflect on what went well, what they
could improve upon, and an overall analysis of the experience.
Both parties should give each other feedback so the supervisee
is equipped to engage in similar professional relationships
with supervisors in the future, and the supervisor is equipped
to continue to engage in effective supervisory practices and
change any areas that may need improvement.

The pair should also plan for ongoing mentorship
and collaboration for the future and establish how they
will maintain a relationship going forward. That is, the
supervisor should become an ongoing source of support
for the supervisee though the nature and frequency of
contact and support will necessarily change. This ongo-
ing support and collaboration could occur in a number
of ways including the following: the supervisor could
invite the supervisee to a peer review group to ensure
a constant network of colleagues for consultation; the
supervisor-supervisee pair could establish continuing
monthly meetings for mentoring; the pair could share
articles and other relevant resources as they encounter
them; the supervisor could introduce the supervisee to
other professionals in the field; the supervisor could
provide letters of recommendations for future career op-
portunities; the supervisor could introduce new
supervisees to past supervisees and facilitate establish-
ment of a peer network. The pair could work collabo-
ratively on clinical or research projects as opportunities
to do so arise. This list is certainly not exhaustive and
many other strategies might work just as well as the
ones listed here to foster ongoing contact and mentor-
ship, even if the contact is much more sporadic.

Conclusions

Our field increasingly recognizes the importance of effective
supervision and explicit instruction in supervisory experi-
ences. The changes to the supervision and experience require-
ments (BACB, 2012) attest to the importance of effective and
meaningful supervised experience hours in the repertoires of
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the aspiring certificants. In addition, the new requirements for
ongoing continuing education in supervision in each recertifi-
cation cycle create the expectation of continued quality im-
provement in this critical process. Toward this end, this article
might be incorporated into a journal club activity for continu-
ing education units and sample study questions are included in
Appendix D.

In keeping with the recent trend for creation of recom-
mended practice guidelines in various practice areas of ap-
plied behavior analysis (Fiske & Delmolino, 2012; Geiger et
al., 2010; LeBlanc et al., 2016; Parsons et al., 2012), this paper
presents five overarching recommended practice guidelines
for individual supervision. These practice guidelines are
intended to be a starting point for individual supervisors and
organizations in evaluating their current supervisory practices,
and a roadmap for developing supervisory systems that meet
the requirements of the BACB. Though these recommended
guidelines are based on various published resources (Reid et
al., 2012; Bailey & Burch, 2010; Brodhead & Higbee, 2012)
and a comprehensive clinical standards initiative of a large
human services agency, the grouping of these five recommen-
dations has not been experimentally determined to be best
practice compared to any other specific practice. There is
great potential to develop a more robust scientific literature
evaluating these and alternative or supplemental practice rec-
ommendations to guide our supervision efforts.

Perhaps this article will provide guidance to behavior
analysts who find themselves in the critical and rewarding
position of providing supervision and mentorship to
supervisees. There is no more valuable contribution to
the field that the shaping of the repertoires of our next
generation of professionals. The Appendices and Table
included here contain ideas, examples, and suggested
publicly available resources relevant to each of the rec-
ommended practice guidelines and actions. However,
many other resources could be developed and shared in
our professional community. An updated version of this
paper or alternative suggestions could become a common
event in the published literature as the collective knowl-
edge and expertise in the area of effective supervision
grows (Table 1).
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Appendix A

Sample Individual Supervision Agenda created by supervisee
Individual BCBA Supervision Agenda

Wednesday May 27th, 2015; 1 pm-2:30 pm
Supervisor: George Collins, Ph.D., BCBA-D
Supervisee: Jill Smith

& General check in (5 min)

& Review and discuss updated hours tracking system, discuss activities
for next week (10 min)

& Follow up action item from last week’s competency (#40, creation of
line graph) (15 min)

– Corrected color on graph

& NewCompetency 2: changing mentalistic explanations into environ-
mental explanations (20 min)

& Review new protocol for consumer A on teaching mands for infor-
mation using Bhow^ (20 min)

& Review feedback on performance and complete supervision docu-
mentation (10 min)

& Review plan for next supervision meetings (10 min)

Appendix B

Sample Knowledge-Based Competency
Distinguish between mentalistic and environmental explana-

tions of behavior when provided with scenarios.
The team member should be able to respond to at least two

examples you give to tell you whether the example meets the
criterion for an environmental explanation of behavior and if
not, why. Read each example and have them label it as an envi-
ronmental explanation or a mentalistic explanation and then have
them describe why they classified it as such.

& Example 1: Jack engages in challenging behaviors such as hitting
and kicking because he knows he will get away with it.

– This example does not meet an environmental explanation of be-
havior because it relies on an inner or mental explanation
(Bknowing^) to explain Jack’s behavior and does not describe ob-
servable events or Jack’s interaction with the environment.

& Example 2: After an academic task is presented to Jack, he engages
in problem behavior in the form of hitting and kicking.When he does
this, social attention is provided from the teacher’s aide and Jack
continues to engage in this problem behavior when presented with
academic tasks.

– This example meets an environmental explanation of behavior
because it relies on observable environmental events (i.e., academic
tasks are presented, social attention is provided), and it relies on the
interaction between Jack and his environment (his teacher, academic
tasks, etc.).

& Example 3: Jill does not ask for things she wants because she has not
yet made the association between using language and getting things.

– This example does not meet an environmental explanation of be-
havior because it relies on an inner explanation (Bmaking the
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association^) to explain Jill’s behavior. It does not use observable
events or Jill’s interaction with her environment to describe her
behavior.

& Example 4: Jill vocally requests Bjuice^ approximately 50 times per
day because in the past, her mom has provided her juice each time
she requested it.

– This example meets an environmental explanation of behavior
because it relies on observable environmental events (i.e., her
mom provides juice contingent on her asking for it) and it relies
on the interaction between Jill and her environment.

Teaching points and strategies:
If the team member does not respond correctly to at least two of the

above examples, use the following points and strategies to teach them to
distinguish between these types of explanations. Continue providing ex-
amples until the team member is able to respond correctly to at least two
of them.

& Have them provide the definitions:

– BA mentalistic explanation of behavior relies on hypothetical con-
structs or explanatory fictions to account for some portion of
causality.^

Explanatory fictions take the place of observable events, are hypo-
thetical, and do not attribute to a functional account. Examples in-
clude: Bintelligence,^ Bassociations^ Bawareness.^

Hypothetical constructs are unobservable processes. Examples in-
clude Btemperament^ Bpersonality,^ Bthe superego.^

– BAn environmental explanation of behavior relies of observable
environmental events and person-environment interactions to ac-
count for causality.^

An environmental explanation is often more parsimonious, more
action-oriented, more pragmatic, more likely to lead to effective
change, less likely to lead to circular reasoning, more likely to be
scientifically testable.

& Talk the team member through the reason a behavior analyst would
want to use environmental explanations of behavior and avoid men-
talistic ones.

References:
Youmay direct the teammember to these resources if additional study

is needed and use them yourself to generate new examples and obtain
more teaching points and strategies.

& Cooper, J.O., Heron, T.E., &Heward,W.L. (2007).Applied behavior
analysis (2nd Ed.) (pp. 10-14). Upper Saddle River, New Jersey:
Pearson Prentice Hall.

Appendix C

Sample Performance-Based Competency
Design and describe a functional analysis protocol; Graph and inter-

pret the results

The team member should bring a permanent product to supervision
that contains the following:

& Informed consent from consumer

& Evidence of incorporation of information from descriptive
assessment

& An operational definition of the target behavior(s)

– Clear description of which behaviors are to be included for contin-
gency manipulation or data collection only

& A description of the measurement system

& A description of & rationale for each test condition

– There must be a control condition

– Starts with basic conditions (alone/no interaction, attention, play,
demand) and individualizes conditions only based on DA results

– Only includes tangible if strong evidence to do so

& Specification of relevant materials per condition

– Preference or demand assessment used for all conditions

& A statement about session order

& Discrimination aids

& Safety criteria with termination criteria if behaviors are potentially
dangerous

& A plan for training staff to implement all conditions utilizing BST
approach

The team member should also provide a rationale for selection
of that type of functional analysis (see Iwata & Dozier, 2008 for
details).

The team member should bring a graph of a completed functional
analysis and interpret the results

Note: If the team member brings a hypothetical protocol and graph,
have him/her run a brief (e.g., 2 min) mock test condition or two

Teaching points and strategies:
Consider having the team member observe and practice with a

team member who is proficient in this area to gain more experi-
ence in creating and conducting functional analyses. Create many
hypothetical examples and break the pieces of the FA process into
small steps and work on one step at a time until proficient (e.g.,
spend one supervision session focusing on creating the operational
definitions for the FA. Once proficient, practice describing a mea-
surement system etc.).

References:
You may direct the team member to these resources if addi-

tional study is needed and use them yourself to generate new
examples and obtain more teaching points and strategies.

& Call, N. A., Pabico, R. S., & Lomas, J. (2009). Use of latency to
problem behavior to evaluate demands for inclusion in functional
analyses. Journal of Applied Behavior Analysis, 42, 723-728.

& Cooper, J.O., Heron, T.E., &Heward,W.L. (2007).Applied behavior
analysis (2nd Ed.) (pp. 500-524). Upper Saddle River, New Jersey:
Pearson Prentice Hall.

& Hammond, J. L., Iwata, B. A., Rooker, G. W., Fritz, J. N., & Bloom,
S. E. (2013). Effects of fixed versus random condition sequencing
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during multi-element functional analyses. Journal of Applied
Behavior Analysis, 46, 22-30.

& Hanley, G. P., Iwata, B. A., & McCord, B. (2003). Functional anal-
ysis of problem behavior: A review. Journal of Applied Behavior
Analysis, 36, 147–185.

& Iwata, B. A., & Dozier, C. L. (2008). Clinical application of func-
tional analysis methodology. Behavior Analysis in Practice, 1 (1), 3-
9.

& Schlichenmeyer K. J., Roscoe, E. M., Rooker, G.W., Wheeler, E. E.,
& Dube, W. V. (2013). Idiosyncratic variables that affect functional
analysis outcomes: A review (2001-2010). Journal of Applied
Behavior Analysis, 46, 339-348.

Appendix D

Potential Study Guide for Journal Clubs

1) List two recent changes in the BACB supervision and experience
requirements that are pertinent to the supervisor’s preparation to
supervise.

2) Explain why a detailed and clear supervision contract is a critical
tool to help with establishing an effective supervisory relationship.

3) List three critical pieces of information that should be included in a
contract for supervision.

4) Explain how having a list of competencies related to the BACB task
list helps to structure the supervision experience and why this is
important.

5) What are three strategies you might use to evaluate the effects of the
supervision that is being provided?

6) Why is it important to continue the mentorship relationship beyond
the completion of the required experience hours and how might the
supervisor facilitate the continued relationship?
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SPECIAL SECTION: SUPERVISION PRACTICES

Towards a Competency-Based, Ethical, and Socially Valid
Approach to the Supervision of Applied Behavior
Analytic Trainees

Laura B. Turner1 & Aaron J. Fischer2 & James K. Luiselli3

# Association for Behavior Analysis International 2016

Abstract Competency-based supervision of trainees has re-
cently come to the forefront of behavior analytic practice;
however, there are minimal data to support the effectiveness
of various supervision practices on trainee outcomes.
Accordingly, this paper is intended to spark further discussion
and research activity regarding the supervision of those seek-
ing to become Board Certified Behavior Analysts (BCBA).
We present a practice model and considerations for supervis-
ing applied behavior analytic trainees consistent with the
Behavior Analyst Certification Board (BACB) Supervisor
Training Curriculum Outline (Behavior Analyst Certification
Board, 2012b), the Professional and Ethical Compliance Code
for Behavior Analysts (Behavior Analyst Certification Board,
2014), and extant literature from behavior analysis and related
fields. Inherent to the current model is a focus on bi-
directional feedback and collaboration between the supervisor
and trainee to frequently evaluate the acceptability of the pro-
cedures, process, outcomes, and effectiveness of supervision.
We present a Supervision Monitoring and Evaluation Form
consistent with the current model and discuss the assumed

importance of objective and subjective self-assessment of su-
pervisor competence to the ultimate advancement of the prac-
tice of applied behavior analysis.

Keywords Applied behavior analysis . Competency-based
supervision . Social validity . Supervision evaluation form .

Trainee

Supervision is a crucial activity of most Board Certified
Behavior Analysts (BCBA) and is especially important given
the growing number of applied behavior analytic trainees and
the expanding demand for applied behavior analysis (ABA)
services worldwide. It is generally assumed that quality super-
vision will contribute to the development of effective and
ethical practitioners, protection of clients, and advances in
the field. Initial research also suggests that the intensity of
supervision provided by applied behavior analysts is positive-
ly related to clinically significant improvements in client per-
formance (Eikeseth, Hayward, Gale, Gitlesen, & Eldevek,
2009). However, until recently, there were minimal standards
on how to provide a valuable supervision experience for
trainees. In 2011, the Behavior Analyst Certification Board
(BACB) initiated a Supervision Task Force to develop defin-
itive supervision guidelines and training standards for the field
(Behavior Analyst Certification Board, 2011). Resulting from
this task force were minimal competencies required of those
providing supervision to individuals pursuing a BACB certi-
fication or practicing as Board Certified Assistant Behavior
Analysts (BCaBA) or Registered Behavior Technicians (RBT;
Behavior Analyst Certification Board, 2012b). Relevant is-
sues were designing a supervision contract, implementing be-
havioral skills training (BST), and delivering frequent perfor-
mance feedback.

Electronic supplementary material The online version of this article
(doi:10.1007/s40617-016-0121-4) contains supplementary material,
which is available to authorized users.

* Laura B. Turner
lbturner@usj.edu

1 University of Saint Joseph, 1678 Asylum Avenue, West
Hartford, CT 06117, USA

2 University of Utah, 1721 Campus Center Drive, Salt Lake
City, UT 84112, USA

3 Clinical Solutions, Inc. and North East Educational and
Developmental Support Center, 1120 Main Street,
Tewksbury, MA 01940, USA

DOI 10.1007/s40617-016-0121-4

Published online: 28March 2016

Behav Analysis Practice (2016) 9:287–298

http://dx.doi.org/10.1007/s40617-016-0121-4
http://crossmark.crossref.org/dialog/?doi=10.1007/s40617-016-0121-4&domain=pdf


Underlying this competency-based approach is the as-
sumption that, rather than Bosmosis^ (Falender &
Shafranske, 2012, p. 133), supervision is an independent area
of practice and requires acquisition, refinement, and mainte-
nance of skills; although strong clinical and research skills are
essential to being a competent supervisor, these skills alone do
not automatically equate to strong supervisory skills.
Attention is now being given to the development of supervisor
competencies and identification of effective components of
supervision, a process mirrored by several other helping pro-
fessions, such as social work (Kraemer-Tebes et al., 2011),
psychology (American Psychological Association, 2015;
Falender et al., 2004), and medicine (Frank et al., 2010).

The purpose of this paper is to present a practice model
that integrates evidence-based training and supervision
practices with the complex ethical and practical consider-
ations regarding supervision. Because there are currently
limited data on the effectiveness of supervision and specif-
ic supervision practices in developing well-trained
BCBAs, BCaBAs, and RBTs, the current model is guided
by the supervisory experiences of the authors, extant liter-
ature from behavior analysis and related fields, the BACB
Supervision Training Curriculum Outline (Behavior
Analyst Certification Board, 2012b), and the newly devel-
oped Professional and Ethical Compliance Code for
Behavior Analysts (Behavior Analyst Certification Board,
2014), which now more comprehensively reflects the pro-
fessional responsibilities of supervisors. Some of these rec-
ommendations may be time-consuming and go beyond the
requirements of the BACB; however, these points of con-
sideration on the application of existing supervisory and
ethical guidelines may enhance supervisory practice.
Note that we have adopted the term Btrainee^ throughout
to refer to BCBA and BCaBA candidates, as well as prac-
ticing BCaBAs and RBTs as they require ongoing super-
vision and cannot practice independently.

Within this framework, we review the many competen-
cies required of supervisors including fluency with the eth-
ical guidelines regarding supervision, effective training
techniques across basic and complex skill areas (e.g., clin-
ical decision-making and professionalism), and perfor-
mance feedback methods to support acquisition and main-
tenance of skills. Our premise is that the implementation of
an evidence-based approach within a positive, collabora-
tive, and individualized environment fosters a well-
rounded and effective trainee. We also provide examples
and considerations for how to incorporate these competen-
cy areas into a practice repertoire in which supervisor be-
havior, in addition to trainee behavior, is frequently evalu-
ated and modified based on trainee feedback and progress.
Focus is placed on the use of social validity measures to aid
in the ongoing adjustment of supervisory behavior and the
ongoing self-assessment of the supervisor.

Practice Model for Behavior Analytic Supervision

Set the Occasion for Collaborative and Ethical
Supervision

A strong and collaborative supervisory relationship is widely
acknowledged as contributing to the quality and effectiveness
of clinical supervision across several other disciplines (e.g.,
Bernard & Goodyear, 2014; Bordin, 1983; Falender et al.,
2004). Although notoriously complex and difficult to objec-
tively define and measure, the supervisory relationship is typ-
ically defined in two parts. In behavior analytic terms, the first
part can be described as the degree to which a supervisor and a
trainee are mutual discriminative stimuli for generalized rein-
forcement (i.e., Brapport^ as discussed by Carr and colleagues,
1997, p. 111). Carr and colleagues (1997; Magito,
McLaughlin, & Carr, 2005) further discuss rapport as a setting
event and demonstrate that the development of rapport is a key
aspect to approaching skill development. Although their dis-
cussion is specific to individuals with developmental disabil-
ities, the basic behavioral principles behind their observations
have clear implications for the supervisor-trainee relationship.

As an example, the relative rapport between a supervisor
and trainee may impact the trainee’s approach behavior to-
wards the supervisor. If a supervisor does not function as a
cue for reinforcement (or the supervisor functions as a cue for
punishment), it is likely that the trainee will avoid the super-
visor and instead seek out others, including non-behavior an-
alysts, for guidance and feedback. While the specific behav-
iors required to develop rapport within the context of the su-
pervisory relationship have not yet been systematically iden-
tified, a few face valid examples that may assist supervisors in
establishing themselves as reinforcers include being ap-
proachable (e.g., visibility and nonverbal behaviors) and re-
sponsive (e.g., to emails), using more positive statements rel-
ative to negative (e.g., 4:1 ratio; Daniels & Bailey, 2014), and
demonstrating undivided attention towards the trainee during
meetings. Importantly, these behaviors certainly do not ensure
that the supervisor will produce a competent trainee, and other
variables are also likely to impact the degree to which the
trainee approaches the supervisor with relevant issues and
questions (e.g., supervisor competency).

The second component of the supervisory relationship can
be described as the degree to which a supervisor and trainee
generate mutually agreed upon expectations and goals for su-
pervision and engage in behavior consistent with those expec-
tations and goals. The supervision contract, a requirement of
BACB approved supervision (Behavior Analyst Certification
Board, 2015), can be used to guide the development of the
supervisory relationship and the terms of supervision (see
Guideline 5.05; Behavior Analyst Certification Board,
2014). The contract fosters an initial and collaborative discus-
sion between a supervisor and trainee with regard to the nature
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of the professional relationship and the expectations and re-
sponsibilities of each member. Supervisors can use this dis-
cussion to model shared expectations and commitment to the
supervision process.

Self-report data from related fields suggests that a poor
supervisory relationship is related to a trainee’s decreased
willingness to disclose relevant clinical information (Mehr,
Ladany, & Caskie, 2015) and follow through with a supervi-
sor’s recommendations (Ladany, Hill, Corbett, & Nutt, 1996),
as well as increased likelihood of burnout (Gibson, Grey, &
Hastings, 2009). However, to what extent the quality of the
supervisory relationship influences the outcomes of supervi-
sion is unknown and should be a focus of future research (see
an extended discussion below). Until then, we hypothesize
that the development of a technically skilled, ethical, and pro-
fessional behavior analyst may potentially suffer without the
presence of a strong supervisory relationship. Thus, an impor-
tant first, and ongoing, step in the supervision process may be
to build a strong supervisory relationship. As part of, or in
addition to the supervision contract, we suggest supervisors
participate in the following discussions with trainees to further
establish mutual expectations for the supervision experience
and ensure consideration of relevant ethical guidelines in an
effort to avoid potential harm to trainees and the professional
supervisory relationship.

Define the Relationship The first step in any professional
relationship is to define basic and fundamental expectations
between participating individuals. While there are clear exam-
ples of inappropriate supervisory relationships that often do
not necessitate a lengthy initial discussion (e.g., sexual
relationships; see Guideline 1.07; Behavior Analyst
Certification Board, 2014), subtle aspects of the supervisory
relationship may be unclear to the trainee and should be clar-
ified. The supervisory relationship can be confusing as the
supervisor may serve as a teacher, mentor, evaluator, and fa-
cilitator of self-assessment and growth, all of which are over-
lapping roles and imply a slightly different style of profession-
al interaction and power differential. For example, a supervi-
sor is commonly defined as someone who oversees certain
activities and holds evaluative power over the trainee, while
a mentor is often described as a trusted advisor and confidant.
Further, the everyday practice of behavior analysis can be
stressful, often physically and mentally exhausting, making
initial discussion of a supportive relationship beneficial.

While all these roles are supervisory in nature and holding
these roles concurrently with a trainee does not necessarily
constitute a multiple relationship as defined by the BACB
(Behavior Analyst Certification Board, 2014), supervisors
may find themselves differentially allocating their time across
several of these roles depending on the current context of
supervision and the trainee’s experiences. It may be beneficial
to discuss these potentially changing roles at the outset of

supervision and to engage in self-assessment and monitoring,
as well as peer consultation, to ensure the role fits the current
needs of the trainee while still within the parameters of a
professional relationship.

Further, trainees will already have negative and/or positive
experiences working with people in these various roles and
may have preconceived expectations about the nature of the
current supervisory relationship. For example, trainees with
past supervisors who did not encourage collaboration may
be reticent to present contrasting ideas or raise concerns with
their new supervisors. It may be fruitful for supervisors to ask
trainees about their definition of supervision and their previ-
ous experiences being supervised (whether or not in behavior
analysis) and to discuss how their definition and experiences
align with those of the supervisor and the most recent version
of the BACB Experience Standards (i.e., Behavior Analyst
Certification Board, 2015). Also important is the verbal rec-
ognition of and sensitivity to the fact that the supervisory
relationship can be impacted by beliefs, values, and interper-
sonal biases shaped by previous experiences. Discussing such
issues may reduce the likelihood of dissimilar views and ex-
pectations regarding the supervision process.

Paying for supervision further complicates the role of the
supervisor and trainee. Many individuals seeking a BACB
credential do not have access to local or Bin-house^ BCBAs
who are approved to provide supervision. This challenge re-
quires those seeking supervision to identify approved BCBA
supervisors in their community or even across great distances
(through videoconferencing). When seeking supervision
through this format, supervisors typically charge an hourly
rate, which is determined by the supervisor and payment for
supervision services must be discussed with the trainee at the
onset of the supervisory relationship. Since trainees pay for
services in this arrangement, the supervisor and trainee must
consider any potential negative impact payment may have on
the professional supervisory relationship.

Performance Expectations It is important to clearly define,
outline, and agree upon the performance expectations and
responsibilities of both the trainee and supervisor. Dual re-
sponsibilities foster a give-and-take relationship and allow
for shared accountability. To ensure a clear understanding of
the expectations of the trainee and supervisor according to the
BACB, we recommend reviewing the BACB Experience
Standards (Behavior Analyst Certification Board, 2015) at
the outset of supervision, even if the trainee has already ac-
crued supervision hours with another supervisor. It is also
important to identify any idiosyncratic expectations of the
trainee and/or supervisor that, if not discussed, may place
stress on the supervisory relationship. Such expectations
may be that both parties must contact each other at least
24 h in advance to reschedule or that both parties will respond
to email correspondence within 48 h.
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The degree to which either a trainee or supervisor can con-
sistently complete the agreed-upon responsibilities is often
impacted by an individual’s time and competing commit-
ments. Conducting an analysis of time for both parties is one
method for outlining reasonable responsibilities. With regard
to the supervisor’s time, consider a supervisor supervising one
trainee who is accruing 30 h/week of Supervised Independent
Fieldwork. Per the Experience Standards (Behavior Analyst
Certification Board, 2015), this equates to 3 h of supervision
for every 2-week supervisory period (i.e., 5 % of total accrued
hours); however, 3 h of supervision almost always requires
more than 3 h of time. Often overlooked in the initial calcula-
tion of time is (a) travel time to and from the trainee’s work-
place for direct observations (i.e., if different from the super-
visor’s workplace and if audio-video recording or videocon-
ferencing is not viable), (b) travel time to and from supervision
meetings (i.e., if videoconferencing is not an option), (c) time
to search for appropriate articles and resources for the trainee,
and (d) time to read (or re-read) those articles. Additional time
is required in responding to trainee emails, reviewing trainee
permanent products, giving detailed feedback during the su-
pervision meeting, completing performance evaluations,
documenting various aspects of the supervision process
(e.g., remediation), and seeking peer feedback, and/or consul-
tation with regard to the supervisory behaviors of the supervi-
sor. Taken together, these activities can quickly increase those
3 h every 2 weeks to 6 h or more every 2 weeks! We encour-
age supervisors and trainees to complete this activity together
to establish appropriate workloads and expectations for both
parties (see Guideline 5.02; Behavior Analyst Certification
Board, 2014).

Evaluation of Performance Expectations One of the main
responsibilities of supervisors is to consistently evaluate and
document trainee performance. This matter is often an area of
trainee distress and an area without strict guidelines, so it is
crucial to gain initial agreement about the behaviors to be
evaluated (e.g., technical, professional, and ethical), the eval-
uation process, and the consequences of poor performance
evaluations. Agreeing on the terms of a poor evaluation of
the trainee beforehand may make execution of the set conse-
quences more straightforward and perhaps have fewer nega-
tive side effects. Include in the guidelines clear, objective and
measureable circumstances for all consequences. For exam-
ple, at what point will a remedial plan be developed (e.g., after
3 consistent supervisory periods of unsatisfactory perfor-
mance), what will the remedial plan consist of (e.g., an addi-
tional individual meeting with the supervisor, extra readings),
and what is the consequence of performing poorly during, or
not completing, the remediation (e.g., supervisor terminating
the relationship)? Lastly, if the relationship is ultimately ter-
minated, it will be important to pre-determine what, if any,
hours the supervisor will approve.

Supervisors are highly encouraged to seek feedback from
trainees concerning their performance as a supervisor and
their ability to follow through with the agreed upon expecta-
tions. We recommend communicating the value of this ap-
proach to the trainee at the outset of supervision to further
create a sense of shared accountability with respect to
obtaining the goals of the supervisory relationship.
Obtaining candid information from trainees can be difficult
(Mehr, Ladany, & Caskie, 2010), and supervisors must con-
sider the inherent power differential; however, a strong super-
visory relationship between the supervisor and trainee and an
expectation of the reciprocal nature of feedback is hypothe-
sized to counteract this limitation.

Confidentiality The BACB Professional and Ethical
Compliance Code (Behavior Analyst Certification Board,
2014) states that behavior analysts have a primary obligation
to protect the confidentiality of the individuals they supervise
(Guideline 2.06). Confidential information in a supervisory
relationship predominantly includes performance evaluations,
such as written reviews or ratings on evaluation forms. It may
be beneficial to initially communicate to trainees that this in-
formation will be kept out of public sight and only discussed
with others that have a clear, professional reason for being
concerned with such matters, such as a trainee’s on-sight su-
pervisor. It may also be beneficial to let trainees know that
individual corrective feedback will be given in private and not
during group supervision sessions.

Given the sometimes close, professional relationships that
can develop through supervision, the trainee may disclose
personal information germane to his or her behavior analytic
work. As an example, a trainee may acknowledge an interper-
sonal conflict with a professional colleague. Direct conversa-
tion about the confidentiality of such disclosures may increase
the likelihood that a trainee approaches their supervisor con-
fidently and without fear of disclosure so that the issue may be
discussed and an appropriate solution determined.

Remote Supervision With the advent of contemporary vid-
eoconferencing technology, behavior analytic supervision can
occur remotely by interacting through live two-way audio-
video communication across the Internet or cellular networks.
Supervision through videoconferencing allows supervisors to
engage in supervision sessions with trainees without having to
be in the same physical location, which results in reduced
travel time, increased savings associated with travel costs,
and the potential to provide supervision for individuals in rural
or hard to reach areas who may not have access to locally
qualified behavior analysts.

Despite these benefits, supervision conducted through vid-
eoconferencing also poses many potential challenges. These
challenges include breaches of client confidentiality, technical
difficulties, and lack of physical presence of a supervisor
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during high-risk situations (Florell, 2016). Supervision con-
ducted via videoconferencing must ensure client confidential-
ity by facilitating sessions through HIPAA and FERPA com-
pliant videoconferencing software (e.g., Adobe Connect,
Vidyo, VSee); however, due to perpetual changes to video-
conferencing software, supervisors should thoroughly scruti-
nize potential software before using it during remote supervi-
sion. Readers are also encouraged to review Cavalari, Gillis,
Kruser, and Romanczyk (2015) for an extended discussion
regarding digital sharing and storage of audio-visual
recordings.

Regarding technical difficulties, supervisors and trainees
should be familiar with the videoconferencing software that
is used, ensure that they have the required hardware for high-
quality videoconferencing (e.g., 720p or higher resolution
webcam, high bandwidth Internet connection, computer/lap-
top/tablet with fast processing speed), and become familiar
with the evidence-based practice guidelines for telemental
health services (cf. Grady et al., 2011). To guarantee support
for trainees during high-risk situations, the supervisor should
develop a plan with the trainee so that an on-site supervisor is
available or the supervisor can be reached by phone (Abbass
et al., 2011; Panos, Panos, Cox, Roby, & Matheson, 2002).

Termination of the Relationship Just as expected with cli-
ents, the parameters of planned or unplanned termination of
the supervisory relationship should be discussed at the outset
of supervision (Guideline 2.15; Behavior Analyst
Certification Board, 2014). The BACB encourages trainees
to accrue experience hours with different supervisors.
Accordingly, an initial conversation about the number of su-
pervisors trainees have already worked with and the number
of experience hours trainees have accrued is warranted to de-
termine a mutually agreed upon duration for the current su-
pervisory relationship. Additionally, if the trainee is transfer-
ring to another supervisor, we encourage the previous super-
visor to speak with the new supervisor about the strengths and
weaknesses of the trainee and current goals. This dialogue
should be initiated with approval from the trainee. In the event
of an unplanned termination such as the supervisor changing
employers, development of a contingency plan will ensure the
trainee continues to receive supervision.

Baseline Assessment of Trainee Skills

Although there are no standard procedures to initially assess
trainee skills, we can incorporate strategies from the field of
behavior analysis to guide our evaluation. We suggest the fol-
lowing methods as strategies to evaluate trainee baseline per-
formance across various skills: behavioral observation, infor-
mal assessment, review of course syllabi, discussion with pre-
vious supervisors, and review of the BACB Fourth Edition
Task List (Behavior Analyst Certification Board, 2012a).

Using these indirect and direct methods, the supervisor and
trainee are able to collaboratively develop goals that are objec-
tive, measureable, and obtainable (Cooper, Heron, & Heward,
2007; Daniels & Bailey, 2014). We will discuss each of these
strategies and their contribution to assessing trainee skills.

Behavioral observation, the basis of all behavior analytic
work, requires a behavior analyst to operationally define be-
haviors of interest and subsequently record the occurrence of
those behaviors. In the context of supervision, a supervisor
should observe and record specific trainee behavior such as
the extent to which an intervention or behavioral support plan
is implemented with integrity (Gresham, Gansle, & Noell,
1993), verbal behavior of a trainee as they interact with staff,
colleagues, clients, or parents, and reliability of trainee behav-
ioral observation through assessment of inter-observer agree-
ment (Cooper et al., 2007).

Informal (formative) assessment, although not behavioral,
is useful to gather information from a trainee. This type of
assessment is frequently used in education (Dunn &
Mulvenon, 2009) and is achieved through conversations with
trainees about their previous experiences, completion of
checklists, and review of writing samples or portfolios. Such
assessment should combine records review, semi-structured
interview, and discussion about the areas of practice as a be-
havior analyst. The informal assessment should be used to
gather information about past experience but also specific
areas of strength and weakness. Additionally, as an ongoing
skills assessment, supervisors should ask questions of the
trainees to evaluate their knowledge of behavioral procedures
(e.g., BWhat were the four test conditions of the Iwata, Dorsey,
Slifer, Bauman, and Richman (1994) functional analysis
[FA]?^). Depending on trainees’ understanding of the FA lit-
erature and their prior implementation history, supervisors
should ask follow-up questions (e.g., BWhat are pros and cons
regarding the manymodifications to the original—Iwata et al.,
1994—FA?^). These types of questions allow supervisors to
gauge trainees’ skills and trainees’ responses provide a base-
line assessment of their ability to think critically and discuss
behavior analytic theory broadly or more acutely.

Review of course syllabi with the trainee is quite useful
when assessing skills. In a collaborative format within super-
vision sessions, the supervisor and trainee may benefit from
discussing the topics covered in the trainee’s BACB-approved
coursework. Independent of the supervision session, the super-
visor is encouraged to review the syllabi to ensure that relevant
readings have been assigned—this action provides the oppor-
tunity to introduce readings to the trainee that might not have
been assigned. The benefit of assigning readings within the
supervision context is, as a supervisor, you can work individ-
ually with your trainee and critically analyze and discuss the
behavior analytic literature. Subsequently, reviewing articles is
assumed to teach critical thinking that is essential for applied
work and preparation for the upcoming BACB exam.
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Discussion with previous supervisors is a valuable way to
assess a trainee’s skill set; however, the availability and ease of
these options is variable depending on the practicum site. For
example, if trainees receive their experience hours at a large
human service provider with multiple schools within the or-
ganization, trainees might change schools or classrooms. In
this situation, the supervisors might change as well, leaving
the opportunity for discourse between the prior and current
supervisor.

Finally, it is recommended that the supervisor and
trainee jointly review the BACB Fourth Edition Task List
(Behavior Analyst Certification Board, 2012a) and use the
document as a checklist of areas the trainee has already
mastered and those that are still in need of instruction and
practice.

Methods to Teach and Promote Skills

Acknowledging that trainees have varying levels of skills,
supervisors can expect at some point that they will need to
directly and systematically teach new skills. Importantly, the
supervisor must attempt to match teaching techniques and
performance expectations to the trainee’s current perfor-
mance. For example, a novice trainee might not be fluent with
all the different approaches to conducting preference assess-
ments. In this case, the supervisor could indirectly discuss
methods and provide relevant literature for the trainee to read
about the topic and improve his or her knowledge. For the
trainee who is familiar with the literature on preference assess-
ments but has not actually conducted such an assessment with
a client, the supervisor could model correct procedures. Lastly,
for the trainee who has mastered designing and implementing
preference assessments, the supervisor could speak with the
trainee about possible modifications to implementing prefer-
ence assessments and/or ask that the trainee uses behavioral
approaches to teach the skill to another staff member or parent.

In each of the cases described above, the supervisor en-
gages in different behaviors and those behaviors are appropri-
ate to the trainee’s skill set. Taking the time to comprehensive-
ly evaluate the current skill level of a trainee and set appropri-
ate behavioral goals and expectations may allow for a more
positive and successful supervisory experience for the trainee.
As well, this strategy allows supervisors to provide ample
amounts of positive feedback to trainees. If supervisors are
unaware of trainees’ current skill set, supervisors might pro-
vide a type and/or level of supervision that is inappropriate,
and run the risk of confusing or overwhelming trainees, which
in turn may potentially harm a client (see Guideline 5.03;
Behavior Analyst Certification Board, 2014).

Within this individualized framework, it is expected that
supervisors use behavioral skills training (BST) to develop
novel skills among trainees (Behavior Analyst Certification
Board, 2012b). BST is ubiquitous in the behavior analytic

literature (Rosales, Stone, & Rehfeldt, 2009) and shown to
be effective for skill acquisition in typically developing chil-
dren (Himle, Miltenberger, Flessner, & Gatheridge, 2004;
Jones, Kazdin, & Haney, 1981; Yeaton & Bailey, 1978), chil-
dren with autism (Gunby & Rapp, 2014), teachers and para-
professionals (Lavie & Sturmey, 2002; Sarokoff & Sturmey,
2004), and parents (Himle & Wright, 2014; Seiverling,
Williams, Sturmey, & Hart, 2012; Shayne & Miltenberger,
2013). In the context of supervision, BST involves providing
a rationale to the trainee about the skills to be acquired, sys-
tematic instruction of skills to the trainee, modeling the previ-
ously taught skills to the trainee, rehearsal of the skills by the
trainee (i.e., either in vivo or role-play), and supervisor posi-
tive and corrective feedback to the trainee about his or her
performance of the skills (Behavior Analyst Certification
Board, 2012b; Parsons, Rollyson, & Reid, 2012). Despite
the effectiveness of BST, to our knowledge, there are no be-
havioral studies that have evaluated BST to teach skills (i.e.,
especially relatively complex skills) to individuals pursuing a
BACB certification.

It is also expected that supervisors model technical, profes-
sional, and ethical behavior (Behavior Analyst Certification
Board, 2012b). The behavior of the supervisor is at the foun-
dation of competency-based supervision. Ideally, a trainee
looks up to the supervisor to learn how to behave in a variety
of situations. As a supervisor, modeling technical behavior is
important for many skills, such as the language we use to
discuss behavior analysis and for the work we conduct with
individuals. A supervisor should demonstrate mastery of the
formal terminology of ABAwhile being competent with col-
loquial speech when conversing with a layperson. Supervisors
should teach their trainees both the formal and informal ways
of discussing terminology, while explaining the limitations of
using jargon with their constituents.

In addition to the technical language, supervisors should
also model technical competency when working with individ-
uals. Throughout the supervision process, the supervisor
might need to Bjump in^ with the trainee and demonstrate
how to implement a certain procedure with fidelity. As such,
the supervisor must stay current on their clinical practice.
Similar to professional athletes, a technically sound supervisor
should be able to model technical skills and Bmake it look
easy.^ Not only should supervisors model technical skills,
they should also model professional and ethical behavior.

Professional and ethical behavior is guided in part by the
BACB Professional and Ethical Compliance Code (Behavior
Analyst Certification Board, 2014). The BACB ethical code,
like other ethical codes (e.g., American Psychological
Association), allows for interpretation and professional judg-
ment. As a supervisor, it is important not to engage in egre-
gious behavior including sexual relationships with a trainee
(or a client/family member), accept gifts, fabricate data, or
plagiarize. The previously described behaviors are clearer in
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the ethical code; however, there are other more subtle profes-
sional and ethical behaviors that face fewer punishers for the
supervisor, but that have the potential to negatively impact the
development of a trainee. Common examples of those behav-
iors include, answering phone calls, emails, and text messages
during supervision (i.e., not providing undivided attention),
being tardy and unprepared for meetings, as well as not mak-
ing time available outside of supervision for emergencies,
staying relevant with the literature, protecting the confidenti-
ality of supervision, and modeling effective professional be-
havior, interpersonal skills and collaboration with clients, con-
stituents and other service providers.

Developing Case Conceptualization, Problem Solving,
and Decision-Making Repertoires

Using effective teaching practices, supervisors should estab-
lish fluency in trainees’ ability to behaviorally conceptualize a
case, as this is a critical component of ABA (Behavior Analyst
Certification Board, 2012b). The ability to effectively concep-
tualize a case is influenced by mastery of behavior analytic
theory and content, experience applying theory in practice,
and the ability/willingness to engage in critical thinking. For
trainees, all of the previously described components are de-
veloping with varying levels across areas. The integration of
these skills requires practice and the process of mastering case
conceptualization is thought to be enhanced by supervision
that includes active and critical conversations by supervisors.
As mentioned earlier, engaging trainees in critical conversa-
tion is a great way for trainees to gain competency in behavior
analysis; likewise, it also allows trainees to carefully consider
aspects of an individual’s behavior including, but not limited
to, motivating operations, discriminative stimuli, conse-
quences, and hypothesized function. As the supervision pro-
cess progresses, the trainee should be more autonomous when
conceptualizing cases and the role of the supervisor should be
to confirm the trainee’s conclusion, while providing feedback
as necessary.

Supervisors should also focus on developing problem solv-
ing and decision-making abilities among trainees (Behavior
Analyst Certification Board, 2012b). The practice of ABA is
rooted in a problem-solving framework. Behavior analysts
deal with a variety of problems and their ability to effectively
manage those problems largely dictates their professional suc-
cess. Nezu, Nezu, and D’Zurilla (2013) defined problem solv-
ing as B…a self-directed process by which individuals attempt
to identify, discover, and/or develop adaptive coping solutions
for problems^ (p. 8). Problem solving involves identification
of a problem, the formation of potential alternatives to solve
the problem, a decision to choose one solution over others,
and evaluation of the chosen solution. In supervision, the su-
pervisor is responsible for fostering problem-solving skills in
the trainee.

Like any behavior, problem solving can be taught using
BST. The supervisor should discuss and model each of the
steps of problem solving with the trainee (as needed), and
particular focus should be on the decision-making step. In
our experience, this step is often difficult for trainees to make
because they are concerned that they will make the Bwrong^
choice and subsequently Bmess something up.^ Although
making a contraindicated choice is a concern, the supervisor’s
duty is to ensure that the trainee’s choice does not cause harm.
Ultimately, the supervisor should shape independent problem
solving as competency in problem solving and decision-
making is a critical component to the independent practice
of a behavior analyst.

Considerations in the Delivery of Performance Feedback

It is widely acknowledged that performance feedback is key to
the development, maintenance, and enhancement of all skills
(e.g., Daniels & Bailey, 2014; Mortenson & Witt, 1998). The
effectiveness of frequent, genuine, positive, corrective, and
specific feedback based on direct observations of behavior is
commonly accepted. As such, the delivery of timely and ef-
fective feedback (i.e., feedback that improves behavior) is
required of all behavior analytic supervisors (Behavior
Analyst Certification Board, 2012b; Guideline 5.06;
Behavior Analyst Certification Board, 2014). Feedback can
be given in a variety of modalities (e.g., verbal, written, graph-
ic, informal) and has been shown to be most effective when
combined with review of data, goal setting, and modifications
to antecedents and consequences (Alvero, Bucklin, & Austin,
2001; Balacazar, Hopkins, & Suarez, 1985; DiGennaro,
Martens, & Kleinmann, 2007; Sanetti, Luiselli, & Handler,
2007). Due to the importance of feedback to the supervision
process, there are several variables to be considered, including
but not limited to the individualization of feedback, ratio of
positive to corrective feedback, use of rationales, delivery of
corrective feedback regarding interpersonal or subjective be-
havior, documentation of feedback, and a trainee’s current
skill level.

The BACB Supervision Experience Form includes a sam-
ple written evaluation of trainee performance across broad
domains such as timeliness, professionalism, and acquisition
of target behavior analytic skills. However, the form may be
modified to better fit the individual needs of the trainee (but
see the BACB Experience Standards [Behavior Analyst
Certification Board, 2015] for the required components of this
form). For example, items can be added (e.g., trainee-specific
goals) and removed (e.g., items that are consistently rated as
satisfactory) or the rating scale can be adjusted to better depict
the breadth of trainee performance in any one area (e.g., 5-
point rating scale). Individualizing the form collaboratively
with the trainee at the outset of, and throughout, the supervi-
sion process may increase the relevancy of the feedback for
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the trainee, demonstrate the supervisor’s commitment to su-
pervision, and allow the supervisor to focus feedback on the
trainee’s current goals.

Feedback provided with a high positive to negative ratio is
recommended within the performance management literature
(e.g., Daniels & Bailey, 2014). Maintaining a supervisor’s
value as a positive reinforcer may be enhanced by such a
practice. We also suggest that positive feedback may be en-
hanced by a rationale (i.e., a core component of both BST and
corrective feedback, Behavior Analyst Certification Board,
2012b) that intimately links trainees’ behavior to their short-
and/or long-term goals. For example, BVery impressive per-
formance today with Johnny. Even though it was a stressful
situation, you quickly jumped in to help the other staff imple-
ment the reactive procedures of his behavior plan. The great
thing was that all the other staff saw you keep your cool and
implement the intervention as written, which is important as
you’re trying to establish yourself as a role model in the class-
room. The more you can get in there and model, just like you
did today, the more others will start to look to you as a leader.^

Equally as necessary as positive feedback is the delivery of
corrective feedback, which requires empathy, detailed review
of incorrect and correct performance, modeling, and practice
(Behavior Analyst Certification Board, 2012b). When giving
corrective feedback, it is often recommended to remain objec-
tive (e.g., do not correct when in a bad mood; Daniels &
Bailey, 2014), do so privately, and keep in mind the trainee’s
context prior to giving feedback (i.e., empathy). As a point of
emphasis, supervisors are encouraged to be mindful of
Bfavorites^ (i.e., potential side effect of mutual conditioned
reinforcers) due to personal characteristics as these biases
have the potential to overshadow difficulties of or mistakes
made by the trainee.

While provision of corrective feedback for common behav-
ior analytic activities such as graphing or implementing a
preference assessment is relatively straightforward, delivering
corrective feedback for personal or more subjective perfor-
mance areas that are negatively impacting a trainee’s work
can be significantly more challenging. These areas could be
a trainee’s poor social interaction abilities, insensitivity to
others, and inflexibility. Self-report data collected from re-
searchers in related fields suggests that supervisors often with-
hold corrective feedback regarding negative reactions to sub-
jective aspects of a trainee’s performance or give higher rat-
ings in fear of harming the supervisory relationship (Hoffman,
Hill, Holmes, & Freitas, 2005; Gonsalvez & Freestone, 2007).

As supervisors, we are the gatekeepers of our field; failing
to raise important feedback can have negative implications for
clients and the advancement of the profession. When supervi-
sors are faced with having to provide relatively more subjec-
tive or difficult feedback, they are encouraged to seek peer
consultation and discuss potential approaches and practice
delivering corrective feedback prior to meeting with the

trainee. We recommend objectively documenting all relevant
variables to the delivery of corrective feedback including
dates/times, details of events, feedback-specific areas of diffi-
culty, and objective responses and reactions from the trainee.

Lastly, tailoring the parameters in which supervisors pro-
vide feedback should be considered as trainees progress
through different skill areas. Novice trainees, or more ad-
vanced trainees learning a new skill, often require a higher
rate of performance feedback. As trainees begin to develop
skills in each area, the ultimate goal is to have them accurately
and reliably evaluate their own ability to demonstrate each
skill. Asking trainees questions such as, BWhat did you do
correctly?^ or BWhat would you do differently next time^
may help them reflect and think critically about their perfor-
mance. One method for aiding this process is to have trainees
view audio-visual recordings of themselves performing activ-
ities such as leading a parent or staff training and
implementing conditions of a functional analysis. Following
observation of videos, the supervisor and trainee are able to
discuss performance objectively. Another method that may
promote this process is to have trainees evaluate their written
work (e.g., FBA or BIP) relative to a rubric and compare their
results to those of the supervisor.

Evaluation of the Process and Outcomes of Supervision

Behavior analytic supervisors should systematically evaluate
the outcomes of their own supervision practices (Guideline
5.07, Behavior Analyst Certification Board, 2014, 2012b)
using both objective and subjective measures. Direct and re-
peated measurement of trainees’ behavior is required to ob-
jec t ively evaluate the outcomes of supervis ion.
Commensurate with the dimensions of ABA (Baer, Wolf, &
Risley, 1968), the supervisor should define the skills to be
acquired, collect data before, during and after skills training,
and use these data to provide feedback to the trainee. For
example, using a procedural fidelity form, supervisors can
monitor and graph trainees’ performance implementing skill
acquisition programs, behavior reduction plans, and behavior-
al skills training. Direct measures of clearly defined, profes-
sional behaviors (e.g., timeliness) can also assist in delivering
feedback and evaluating outcomes. Additionally, behavior an-
alysts are encouraged to publish the results in peer-reviewed
journals to demonstrate the effectiveness of behavioral ap-
proaches within the context of supervision and the relevant
skills.

The review of permanent products also serves to objective-
ly evaluate a trainee’s performance. Permanent products are
the tangible results of behavior and are commonly used as a
data recording method. They can be collected on academic
tasks (e.g., completion of mathematics problems), problem
behavior (e.g., count of holes in a wall), and social skills
(count of phone numbers obtained) to name a few. In the case
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of supervision, materials developed by the trainee are the most
obvious permanent products. Those materials include, for ex-
ample, written behavior intervention plans, data sheets, skill-
acquisition plans, assessment reports, graphs, and relevant
goals and objectives in a student’s IEP. Moreover, there are
other permanent products that should be reviewed such as
notes/letters to parents and email correspondence with
teachers/staff. When utilizing a rubric and clear criteria, all
of these documents allow a supervisor to objectively evaluate
a trainee’s growing competency regarding the quality of writ-
ten materials that are critical for constituents that behavior
analysts serve.

Complimentary to objective measures, social validity mea-
sures (Wolf, 1978) can be used to evaluate socially significant
changes in the behavior of a trainee’s clients and satisfaction
with the performance of the trainee by parents and other pro-
fessionals. Social validity measures can also be used to assess
the trainee’s satisfaction with the goals, procedures, and out-
comes of the supervision process. Besides the weekly (or bi-
weekly) trainee rating forms we described earlier, supervisors
are encouraged to obtain this type of feedback from their
trainees. Although not mandated by the BACB, and while
such measures may not be appropriate means to evaluate the
effectiveness of the supervision process with regard to skill
development and client and staff performance outcomes, they
can establish more acceptable and mutually agreed-upon su-
pervision practices and serve as a tool for monitoring the
supervisor-trainee relationship. The objective is having the
trainee identify the methods that are most acceptable, and
allow supervisors to modify their approach during the
trainee’s experience (if needed) and enhance the supervision
process overall. The supervisor may disagree with the feed-
back provided by the trainee; however, this activity opens a
dialogue about what is and is not working and ideally, ensures
that the supervisor and trainee speak openly to each other.
Then, a plan can be created to alter the behavior of the trainee
and/or the supervisor. To reiterate, the foundation for this type
of feedback is grounded in the performance feedback litera-
ture and has clear applications for BCBA supervision.

To assist with this type of evaluation, we developed a
Supervision Monitoring and Evaluation Form as a project
during training at a doctoral internship program in clinical
psychology. The internship site had a strong behavioral orien-
tation and employed/trained behavior analysts. Duringmonth-
ly meetings with the Director of Training, the internship class
discussed strengths and weaknesses of supervisors,
commented about their previous experiences in supervision,
and read literature on competency-based supervision from
multiple fields. After aggregating all of the information, the
group developed the Supervision Monitoring and Evaluation
Form (see appendix).

After developing the form, the clinical interns piloted im-
plementation with their supervisors several times throughout

the year. This implementation not only gave the trainees (i.e.,
behavioral psychology interns) the opportunity to Btest-drive^
the measure, but also allowed them to provide feedback to
their supervisors. Supervisors, in fact, were uniformly positive
about the process of evaluation and readily embraced the feed-
back from their trainees.We suspect that this positive outcome
was due, in part, to having supervisors participate in develop-
ing the Supervision Monitoring and Evaluation Form at the
earliest stages and being receptive to having interns objective-
ly evaluate supervision practices. Again, it is the reciprocity
between trainees and supervisors that is hypothesized to en-
gender success and mutual satisfaction.

Continuing Education in Supervision

The above sections highlight the many responsibilities and
considerations that are present to behavior analytic supervi-
sors and the degree to which supervision of those pursuing a
BACB certification can be complex, time consuming, and
often requires skills beyond the research and practice skills
taught in the formal education of behavior analysts. In recog-
nition of this fact and in addition to maintaining competency
in behavior analysis, the BACB now requires behavior ana-
lysts to receive ongoing education in supervision (Behavior
Analyst Certification Board, 2015), such as effective supervi-
sion practices, ethical considerations regarding supervision,
and the standards of BACB supervision.

While supervisors can obtain formal continuing education
pertaining to supervision through conference presentations,
workshops, and online seminars, supervisors should also seek
out their own supervision (Behavior Analyst Certification
Board, 2012b). The current model highlights the importance
of reciprocal feedback and collaboration between the trainee
and supervisor, but it is also important to develop this type of
relationship among supervisors to encourage mentorship and
consultation in an effort to maintain and enhance supervisor
competence. In addition to consultation, to the extent possible,
it is important to have other competent supervisors observe
your supervision activities and provide feedback based on the
objective criteria we outlined previously.

Social validity measures may further be used as a self-
monitoring tool by providing a means for supervisors to con-
tinually evaluate their performance as a supervisor, which
provides an excellent model of continual self-assessment for
trainees. Placing focus on self-assessment will enable super-
visors to be aware of their strengths and weaknesses in super-
vision practices as well as clinical and research activities.
Using this self-assessment approach, competency-based su-
pervision brings accountability to the practice of behavior
analysis and sets the stage for quality supervision. A first next
step is to conduct an evaluation of the impact of self-
monitoring and evaluation on supervisor behavior and the
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supervisory relationship, and in turn the impact on trainee skill
development.

Concluding Remarks: Initiating a Research Agenda
in Behavior Analytic Supervision

Competency-based models allow for systematic measurement
of both supervisor and trainee behavior throughout the entire
supervision process, which makes these approaches appropri-
ate for applied research. As there is a dearth of research in this
area, the specific direction of and topics that future research
may take are vast; however, there we present a few consider-
ations for research in this area. First, it will be essential to
objectively define and task analyze core competencies of
trainees and supervisors, especially those falling within the
realm of professional and ethical behaviors (e.g., specific
skills denoting professionalism, display of empathic behav-
ior), so that we can make objective conclusions about an in-
dividual’s competency. It will also be necessary to identify the
validity and value of various outcome measures such as social
validity, BACB exam pass rate, trainee observable behavior in
contrived and naturalistic settings, and client behavior change.

Within this framework, future research should focus on the
identification of effective methods for training generalizable
and maintainable skills to trainees. While the training of basic
procedural skills (e.g., implementing functional analysis con-
ditions) may be a first step, methods for training the complex
skills required of behavior analysts are needed (e.g.,
interviewing skills, problem solving, responding to ethical
dilemmas). For example, what are the considerations for
implementing BST for these skills? How many exemplars
are needed to obtain competency and generalization? What
are effective methods of prompting (e.g., video modeling)
and teaching for generalization?

Further, there is a tentative hypothesis that the quality of the
supervisory relationship as defined by the presence of rapport
and mutually agreed upon expectations will impact the super-
vision experience, notwithstanding the need for more thor-
ough empirical validation. For example, does the supervisory
relationship actually lead to quicker acquisition of skills and/
or a higher number of skill competencies obtained by the
trainee? In order to answer these and many other questions,
we must first objectively define the supervisory relationship.
While we presented an initial definition of the relationship
within this paper, objective indicators of such a relationship
must be described, measured, and incorporated into supervi-
sion practices. Thus, attempts to measure Bgood^ rapport have
focused on the presence of smiling and laughing and the ab-
sence of problem behavior (Magito et al., 2005) but other
measures appear relevant. Trust, for example, can be observed
as someone consistently following through on verbal state-
ments. BLikeability,^ another researched construct, translates
to a person who has a positive attitude, appears happy, speaks

in a pleasant tone, and helps others achieve their goals
(Sanders, 2006). Given the focus of the supervisory relation-
ship in all other models of supervision across disciplines, it
would be advantageous for behavior analysts to systematically
evaluate the impact of the relationship on trainee outcomes
and disseminate to the larger supervision community. Taken
together, comprehensive considerations of the supervisory
guidelines, ethical code and establishing a research agenda
in behavior analytic supervision will ideally lead to an effec-
tive, ethical, and professional group of rapidly growing prac-
ticing behavior analysts.
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Appendix 
 

Supervision Monitoring and Evaluation Form 
 

Trainee:      Placement Site 
Supervisor:      Evaluation Period:  
 

Supervision Arrangement 
Measures YES NO or NOT ALWAYS: Explain 

Supervision sessions occur as scheduled 
 

  

Supervision sessions start and end on time 
 

  

Supervision sessions are free of distractions 
 

  

Supervision sessions can be re-scheduled as 
warranted 

  

I am able to correspond with my supervisor 
between supervision sessions 

  

 
Supervisor Behavior 

Measures   Rarely                          Sometimes                                Always 
1 2 3 4 5 

Supervisor is approachable 
 

     

Supervisor is attentive to my current abilities and 
training needs 

     

Supervisor gives me behavior-specific positive 
feedback about my strengths 

     

Supervisor gives me behavior-specific corrective 
feedback about my weaknesses 

     

Supervisor gives clear performance expectations 
and evaluation procedures  

     

Supervisor models professional behavior (clinical 
decision making, ethics, confidentiality) 

     

Supervisor models technical skills 
 

     

Supervisor requires me to practice (e.g., role play) 
when learning new skills 

     

Supervisor delivers feedback in a variety of 
modalities (e.g., verbal, written, graphic) 

     

Supervisor reviews my written work 
 

     

Supervisor facilitates my critical thinking 
 

     

Supervisor shows support and positive regard 
 

     

Supervisor listens well 
 

     

Supervisor shows energy and enthusiasm 
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Supervisor is able to shift focus during sessions as 
warranted 

     

Supervisor is prepared for supervision sessions 
 

     

Supervisor advises about my professional 
development 

     

Supervisor suggests and/or assigns up to date 
readings and other materials 

     

 
Supervision Content 

Measures   Rarely                           Sometimes                                Always 
1	 2	 3	 4	 5	

Supervision addresses the BACB Task List and 
ethical and professional guidelines of the field 

     

Supervision is a collaborative experience 
 

     

Supervision informs me about evidence-based 
practices 

     

Supervision addresses objectives in my 
individualized training plan 

     

Supervision builds and enhances my clinical skills 
(e.g., case conceptualization) 

     

Supervision expands my knowledge base 
 

     

Supervision considers matters of diversity and 
inclusion 

     

Supervision is conducted within the boundaries of 
confidentiality 

     

Supervision advises helpfully about my clinical 
interactions with clients, constituents and other 
service providers 

     

Supervision fortifies my professional 
development 

     

Supervision enhances my ability to make clinical 
decisions and solve problems 

     

 
Please complete this form and review it with your supervisor during your next scheduled session. Use the 

space below to note any additional comments or discussion points. 
 
 
 
 
 
 
 
 
Trainee Signature: 
 

Date: 

Supervisor Signature: 
 

Date: 
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Abstract Effective supervision practices can facilitate the
professional development of the supervisee, the continued
growth of the supervisor, and the overall development of our
field and its practice. In addition to individual supervision,
many aspiring certificants also participate in group supervi-
sion experiences either as part of their academic practicum or
as part of a supervised independent fieldwork experience.
Group supervision can provide unique opportunities to estab-
lish critical professional repertoires such as peer feedback
skills and public speaking skills. However, the quality of the
group supervision experience is impacted by the supervisor’s
arrangement of the components of the experience in order to
maximize the effectiveness of these learning opportunities.
This paper focuses on those critical supervision characteristics
and suggests ways behavior analysts can optimize the group
learning experience.

Keywords Certification . Fieldwork experience . Group
supervision .Mentorship . Professional repertoires

Professionals in the field of applied behavior analysis (ABA)
may be in a position to lead, organize, and provide supervision
to aspiring certificants using a group format, in addition to
ongoing individual supervision. Group supervision provides
an efficient way to support multiple candidates’ progress to-
ward the experience requirements as set forth by the Behavior

Analyst Certification Board (BACB ®). Although group su-
pervision is not required, it is allowed under certain conditions
(Behavior Analyst Certification Board, 2016a, b).
Incorporating group supervision activities can increase the
total number of experience hours that count within each peri-
od. In addition, well-structured group supervision sessions can
expand the scope of training experiences, providing several
unique opportunities for mentoring that are not available dur-
ing individual supervision activities. Whereas this paper fo-
cuses on providing group supervision to individuals seeking
certification, the strategies and recommendations described
herein apply to group supervision that might be provided
post-certification as well.

There are many potential training and mentoring benefits
of the group supervision format if the experience is well-de-
signed. In fact, some authors suggest that group supervision
may be one of the only forums to cultivate professional rep-
ertoires needed to be successful with certain clinical popula-
tions, such as individuals with autism (Bernstein & Dotson,
2010). Bernstein and Dotson discuss the advanced profession-
al repertoires required for behavior analysts working with in-
dividuals with autism, urging academics to consider that the
successful professional’s repertoire extends well beyond
knowledge of the research and conceptual understanding.
The effective professional requires a high level of intellectual
and interpersonal skills, and accordingly, these authors en-
courage frequent peer and supervisor feedback. A group su-
pervision format represents an excellent forum for this type of
feedback and the development of these advanced skill sets that
cannot be accomplished in the individual supervision format
alone because the supervisor cannot observe interactions with
colleagues.

Although behavior analytic research on group supervision
is sparse, other disciplines (e.g., social work, counseling) have
studied the topic extensively and found many advantages. For
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example, Agnew, Vaught, Getz, and Fortune (2000) found that
their peer group supervision model increased confidence in
school counselors in training, while Reynolds (2004) suggests
group formats provide an excellent opportunity for shaping
ethical repertoires. Reynolds hypothesizes that these results
are due to the opportunity for individuals to have active dia-
logue about ethical issues with multiple listeners, which can-
not be accomplished in individual supervision. However, if
the group supervision experience is poorly designed or
mismanaged, there could be many missed opportunities for
active engagement, practicing professionalism and develop-
ing professional social skills that would lead to non-optimal
professional repertoires. Thus, professionals should view and
manage group supervision as a unique and valuable teaching
and mentoring experience, rather than simply as individual
supervision with more people in a room.

A recent article by DiGennero and Henley (2015) surveyed
individuals with the BCaBA, BCBA, or BCBA-D credential,
and individuals seeking certification, about their supervisory
experiences. The survey revealed that the majority (75 %) of
respondents are responsible for supervising others, but never
received formal training about how to be a supervisor. Thus, it
is unlikely that individuals providing group supervision have
had much formal training on how to provide an optimal group
supervision experience. The field of applied behavior analysis
is beginning to put more emphasis on building supervisory
repertoires as evidenced by the BACB Supervision Task
Force, and the heightened eligibility requirements for
BCBAs to provide supervision to others. Therefore, the
purpose of this paper is to provide a useful guide for
practitioners to design and implement effective group
supervision practices. To accomplish this goal, the paper
describes the primary characteristics of a group supervision
arrangement that are distinctive and discusses how to plan and
conduct group supervision. The paper provides resources,
speci f ic s t ra tegies , and an overa l l s t ructure for
implementation. This structure may prove useful for the
professional planning to begin providing group supervision
or wishing to revamp an existing group supervision
experience.

Characteristics and Benefits

There are a number of unique characteristics associated with
learning experiences that occur in a group setting. These char-
acteristics offer certain benefits that cannot be obtained
through individual supervision alone. These characteristics
and associated benefits include peer feedback, social network-
ing, having multiple listeners for the same event, observation-
al learning, developing empathy, modeling and rehearsing
positive and productive discussion, practicing public speaking

and presenting, and developing professional repertoires.
These characteristics will be discussed in more detail below.

Peer Feedback

Agnew et al. (2000) describe one component of a clinical
supervision training program for counselors in which students
were assigned to peer groups of four, such that each counselor
received peer feedback from each of their three peers over the
course of a year. A structured feedback form was created
consisting of strengths of the supervisee, comments about
the case, suggestions for improvement, strategies, and recom-
mended directions. A qualitative analysis of interviews was
conducted and these authors found that participants noted peer
feedback and support as the most cited strength and suggested
that this component of their training increased their self aware-
ness and their professional validation and decreased their feel-
ings of isolation. Behavior analysts can glean much useful
information from the results of this study. Specifically, a group
setting allows the opportunity for individuals to practice pro-
fessional repertoires (e.g., public speaking, case conceptuali-
zation) and for those repertoires to be shaped by a larger com-
munity than just the individual supervisor. For example, if a
member of a group has a difficult time understanding a peer’s
message, he or she may recommend clarification until the peer
describes the idea in a way the listener can understand. The
speaker’s behavior can change as a result of the consequences
provided by the group. Furthermore, supervisees can practice
how to provide effective feedback. That is, if a member of the
group provides feedback in a way that is punitive or does not
result in behavior change of his peer, his behavior can also be
shaped by members of his peer group. The group leader has
the opportunity to model appropriate and positive feedback
and provide reinforcement for the attendees’ appropriate and
professional peer feedback skills.

Social Networking

When supervisees have the opportunity for shared learning
experiences in a group setting, the network of the supervisee
naturally increases. As a result of supervisees spending part of
their supervision experiences together, they will come to un-
derstand each other’s learning repertoires and this understand-
ing may increase the likelihood of future collaboration and
networking once formal supervision is complete. Much like
the formal graduate school experience, a cohort of individuals
in group supervision may contact each other years later to
share resources, job opportunities, professional development
opportunities, or support when ethical dilemmas arise. When
an individual experiences only supervision in a 1:1 format,
these relationships do not develop, lessening the network on
which the supervisee can rely in the future. Sellers, Valentino,
and LeBlanc (2016) recommend five practices for optimal
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individual supervision. One of these five recommended prac-
tices is that the supervisor continues the professional relation-
ship with her supervisee post-certification. These authors sug-
gest that by doing so, the supervisor can serve as an ongoing
source of support for the supervisee even though the nature
and frequency of contact and support changes. Group super-
vision can have the same long-term effect, in that participants
can maintain relationships and serve as ongoing sources of
support for one another. This is beneficial to both the
supervisee and to our field as a whole, as our science and
practice benefit from collaborative development efforts.

Having Multiple Listeners for the Same Event

As supervisors prepare materials to teach their supervisees, it
is quite possible that a group of individuals are in need of the
same information. This benefit from group supervision of ad-
dressing a topic of need with multiple supervisees is likely the
most obvious for supervisors; however, there are at least three
other advantages that may not be as readily apparent. First,
when the supervisor delivers a message to more than one
person simultaneously, he or she can often determine the clar-
ity and impact of the message on different listeners (e.g., one
supervisee nods indicating understanding, another has a con-
fused expression). As the supervisor contacts the impact of the
material on different listeners, he or she can revise and refine
the message as time goes on to increase the likelihood of
clarity across larger groups of individuals. This refinement
and improvement can make the message more impactful, pos-
itively influencing future groups of supervisees. Second, as a
supervisor delivers a message, supervisees will likely ask
questions. The members of the group hear the questions posed
about a particular topic, and even more importantly, have a
model for how the supervisor answers those questions. Group
supervisees can use this model to answer questions of their
future supervisees, and/or further understand the material be-
ing taught. A final advantage to having multiple listeners for
the same event is that learners have the opportunity to teach
one another. That is, as the supervisor introduces a topic, dis-
cussion is likely to occur, giving supervisees the opportunity
to add pieces of information and examples into the discussion.
This behavior can then be shaped by their peers as peers pro-
vide contingencies for contributions.

Observational Learning and Developing Empathy

Throughout this group supervision process, it is important to
acknowledge the opportunities for observational learning and
development of empathy that are naturally embedded into a
group experience. Observational learning is the learning of
new responses that occurs as a result of observing the
responding of a model and the consequences that responding
produces (Catania, 1998). Observational learning provides

participants with opportunities to learn numerous skills, such
as empathy. Empathy can be operationally defined as a con-
textually appropriate response to a display of affect (Schrandt,
Townsen, & Poulson, 2009). As a product of interacting con-
tinuously in a group setting and experiencing the effects of
their own behavior on more than one party, group supervisees
are likely to develop heightened empathy skills. For example,
perhaps a member of the group presents a case to the rest of
the group for feedback about his or her conceptualization. It
may be the case that a member of the group provides harsh
feedback to the presenter, which then results in the presenter
exhibitingmore behaviors that suggest lack of confidence, and
perhaps even some emotional responding. The consequences
of emotional responding and less confidence from the present-
er may be enough to change the behavior of the individual that
gave the harsh feedback, in that it may have a punitive effect.
Other contingencies may be that the feedback giver receives
verbal or nonverbal feedback from her peers or supervisor
punishing the manner in which she gave the feedback. The
group supervision experience allows individuals to be in a
situation to engage in various professional behaviors and ex-
perience contingencies provided from multiple listeners for
their behavior. Likewise, a member of the group could provide
constructive feedback in a way that is positive and supportive,
receiving positive praise and acknowledgement (i.e., rein-
forcement) from her peers and supervisors, making it more
likely she will give feedback in this way again. Individual
supervision simply does not allow for these opportunities.

Modeling and Rehearsing Positive and Productive
Discussion

As the number of individuals experiencing the same event
increases, the verbal behavior of the group naturally does
as well, allowing for multiple opportunities to see others
engage in discussions and to rehearse engaging in discus-
sions themselves. This important verbal community may
be unavailable once supervision is complete, so capitaliz-
ing on this benefit while the individual is in training is
critical for developing peer professional skills. Many
supervisees may move on to work in settings in which
they serve as the only behavior analyst, severely limiting
this type of experience in their professional career. Group
leaders should continuously be aware of the dialogue in
the group setting and actively model how to respond to
questions, statements, and other group verbal behavior.
The supervisor should focus on ensuring that these inter-
actions remain positive and productive (i.e., we are mov-
ing toward a common goal and actively working through
the problem/discussing the case, etc.), while having a
heightened awareness that supervisees are likely to imitate
this behavior during their own future professional
interactions.
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Practice Public Speaking and Presenting

Friman (2014) suggests that effective public speaking skills
(i.e., Bthe front of the room^) can allow behavior analysts to
positively influence people, but many behavior analysts avoid
public speaking all together, due to fear. It is also possible that
behavior analysts avoid public speaking simply because they
have not had much opportunity to engage in it. Perhaps one of
the most readily accessible benefits from supervision in a
group setting is that supervisees can practice and perfect pub-
lic speaking and presenting skills. Behavior analysts are fre-
quently called upon to speak in public in some capacity and
often to present to groups of various sizes and with diverse
audience members. If an individual only has the opportunity
to experience individual supervision, she will not obtain ideas
from others about how to present, how to word something, or
how to express conceptualization of a case or problem. By
presenting to a group, the supervisee can experience the way
different listeners of the same event respond to his verbal
behavior and adapt as the group responds. The group will
inevitably be of different skill sets, so the supervisee can be-
comemore sophisticated in the way she messages information
to individuals with different skills and understanding of con-
tent. The group supervisor can actively encourage group
members to provide feedback to the presenter about compo-
nents of her information that were clear, those that were un-
clear, mannerisms that may distract from the message,
PowerPoint ™ slides, or other visual aids and materials.
Many of the 15 steps to mastering Bthe front of the room^
outlined by Friman (2014) such as standing up straight, smil-
ing, and telling stories can be practiced to fluency during
group supervision.

Development of Professional Repertoires

The group supervision experience can help establish very spe-
cific professional repertoires that can only be accomplished in
a group setting, such as actively listening to others, refraining
from engaging in competing activities (e.g., checking one’s
phone or computer), and contributing in a way that keeps
the group moving along in a positive and productive manner.
A group supervisor can manage dynamics and over/under
participation, assess for the development of cliques, and shape
professional behavior as group sessions occur.

Structuring the Group Supervision Experience
to Maximize Benefits

The benefits to the group setting are plentiful. However, sim-
ply being aware of the aforementioned benefits will not max-
imize the group supervision experience. It is important that
behavior analysts responsible for group supervision also

structure the experience in a way that will maximize these
characteristics and the potential benefits. Below, we outline a
potential structure that behavior analysts may adopt to facili-
tate better group supervision experiences and benefits. We
discuss specific behaviors the supervisor can engage in to
optimize benefits. Table 1 summarizes these behaviors the
group supervisor can engage in, discusses benefits of these
behaviors, acknowledges potential barriers for engaging in
them, and offers solutions to those barriers.

Create a Schedule and Standardized Format

To begin, the supervisor must create a schedule for group
supervision and a format for each supervisory experience.
Creating this set structure for each group supervision session
prompts the supervisor to thoughtfully plan for activities that
capitalize on aspects of the group dynamic. For example, the
supervisor may create small group assignments to increase
cooperation and teamwork among supervises, may establish
a format for a reading group (Parsons & Reid, 2011), or may
match individuals with complementary skills sets to deliver a
training so that they can learn from and teach each other.
These activities allow the supervisor to maximize the group
benefits from social networking, observational learning, and
developing empathy. Appendix A contains an example for
how to structure the actual group supervision meetings.
These examples can be used as a starting point for creating
one’s own structure for group supervision or can be used in its
current form with minor individualized modifications. The
resulting structure should include a thoughtful consideration
of each of the benefits of group supervision and how each
planned activity will increase the likelihood that supervisees
will experience that benefit. This thoughtful consideration will
enable the supervisor to ensure the overall supervision expe-
rience (i.e., timing, ratio of group to individual), as well as
ensure that each group supervision session maximizes the
learning of the supervisee.

Use Group Supervision for Generalization of Skills
from Individual Supervision

Individual supervision provides an excellent opportunity for
individualized instruction. Group supervision can be an excel-
lent accompaniment, allowing for generalization and height-
ened practice of skills learned in that individualized session.
For example, perhaps a supervisee and supervisor are practic-
ing the appropriate use of a technical term, such as Motivating
Operations. The supervisor may have the supervisee articulate
the definition, use applied examples, and identify non exem-
plars in an individual supervision session. Once the supervisee
masters this skill in the smaller setting, the supervisor may ask
the supervisee to successfully and independently use the term
in the next group supervision session, or explain it to the
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Table 1 Behaviors the group supervisor can engage in to maximize the benefits of group supervision, benefits of these behaviors, potential barriers for
engaging in them, and solutions to those barriers

Recommended behaviors for group supervision leader

Specific
supervisor
behaviors

Benefits Barriers Solutions to barriers

Create schedule
(e.g., 3- to 6-
month plan)

Prompts supervisor to
thoughtfully plan

Time commitment needed
to plan far in advance

Create regular timing and structure (e.g.,
Wednesday from 1 pm to 2 pm) and repeat
with each new supervisory group

Observational learning Supervision needs may change overtime Consider dividing the group into smaller group
or adjusting schedule based on changes that
impact the majority

Give group
assignments

Social networking Difficulty matching group members according
to skill sets

Consider dividing the group into smaller groups
based on skill set

Observational learning Some activities may be better accomplished
independently

Utilize individual supervision for tasks better
accomplished 1:1

Developing empathy Supervisees may end supervision at different
times, requiring changing of group
assignments

Divide the group or add new members on
consistent schedule

Established
standard
format

Provides structure Time commitment to establish structure Create a structure that is universal enough to
apply to a wide range of skills and group
members. Use it for all groups

Gives supervisees opportunity to
plan

Supervisee needs may change over time Consider more individual supervision or other
opportunities to give supervisees
individualized experience

Observational learning Resource may get updated requiring deviation
from standard format

Plan for regular updating of standardized format
to keep up with changes, only make critical
changes

Incorporate
generalization
opportunities

Increases feedback opportunities Requires thoughtful planning Create opportunities that are universal enough
to apply to a wide range of supervisees and
apply them as applicable

Allows for direct observation of
supervisee behavior in
different environment and
with different people

Supervisees may acquire skills in individual
supervision at different paces, requiring
individualized generalization opportunities
for each group member

Generate enough generalization activities that
you have a Bbank^ to pull from that will
apply to a wide range of supervisees

Allows supervisee to experience
consequence from others

Limited control over group members responses
so control consequences for supervisee
behavior in this setting

Shape supervisee responding

Allows supervisee to observe
impact of behavior on more
and diverse listeners

Certain skills may prove difficult to incorporate
into group setting

Maximize individual supervision opportunities
and tailor only opportunities that are most
conducive to a group setting

Peer Feedback

Modeling and rehearsal

Increased public speaking
opportunities

Recommended behaviors for group supervision leader

Specific
supervisor
behaviors

Benefits Barriers Solutions to barriers

Incorporate case
presentations

Peer feedback Supervisees may have different responsibilities
for cases (e.g., not directly supervising)

Create hypothetical cases supervisees can use
and present

Multiple listeners for same event Caseloads may be small and may not be many
opportunities to present on different cases

Observational learning Different skills sets in group may minimize
variety in input providedDeveloping empathy

Modeling and rehearsal

Prepare agendas Observational learning Requires time and planning ahead Create standard agenda that can be used for
future supervision groupsModels planning and time

management

Models professional timeliness Scheduling constraints
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group. The supervisor can then take note of the supervisee’s
behavior and give feedback during the subsequent individual
session. The supervisor will have ample opportunity to pre-
plan the feedback provided in the individual supervision meet-
ing, such that the supervisee can optimally benefit from the
feedback (Hulse & Robert, 2014). The group supervisory ex-
perience allows the supervisor to specifically contrive the pre-
viously described scenario, as opposed to hoping the
supervisee has the opportunity to use what was learned in
individual supervision meeting at an unspecified later date
and without control over the setting and audience. Group su-
pervision experiences likely occur many times over the course
of a long period of time, allowing for continued practice of a
skill with feedback to fluency. This flow from individual to
group supervision, and back to individual, allows supervisors
to capture the unique benefits of a group setting including peer
feedback, having multiple listeners for the same event, model-
ing and rehearsing positive and productive discussion, and
practice public speaking. We recommend creating a list of
supervision activities and how those activities map up to the
most current BACB Tasklist.

Incorporate Public Presentation Opportunities

Presenting a case to a group can be a very different experience
than presenting to an individual peer or supervisor.
Supervisors should incorporate multiple opportunities for
supervisees to present cases to their peers in a group setting.
Doing so enables the supervisor to allow their supervisees to

benefit from peer feedback, having multiple listeners for the
same event, observational learning, developing empathy, and
modeling and rehearsing positive and productive discussion.
The supervisor can provide structure to case presentations to
prompt supervisees to conceptualize their case appropriately.
This structure may include how to identify a case in need of
group feedback and consultation (e.g., consumers currently
experiencing non-optimal progress; consumers who have pre-
sented with a concern with which you have little prior expe-
rience; consumers for whom interface with providers has
proven problematic; any consumer for whom there is current-
ly a restrictive procedure in place, training, and performance
management issues, data collection issues, ethical concerns)
and the specific information to prepare to get the most out of
the groups feedback (e.g., basic demographics, target areas of
concern, operational definitions, data, assessments, graphs,
specific questions for the group). Group case reviews allow
supervisors to capitalize on virtually all of the group format
benefits including peer feedback, having multiple listeners for
the same event, developing empathy, rehearing positive and
productive discussion, and practicing public speaking and
presenting.

Plan for Specific Behaviors to Ensure Productivity
and Positivity

Once the main structure of a group supervision experience
is in place (e.g., overall schedule of supervision, structure
for each session, planned activities), it is critical that the

Table 1 (continued)

Start and end on
time

Organize your schedule so that you have extrat
time before and after the meeting

Observational learning Unexpected schedule changes Have all materials organized prior to the
meeting start to minimize last minute need
for getting materials or communicating
critical information

Take notes Supports organized approach to
process

Time constraints Assign a note taker

Observational learning Difficult to run meeting while taking detailed
notes

Discourage
distractions

Models professional behavior Supervisees may need to respond to requests
from outside parties and thus need access to
email or phone

Incorporate a brief break into the session and let
supervisees know they can check email and
phone during this time

Enhances engagement in group Supervisees may rely on technology to engage
in group

Ask them to go Boffline^ and/or turn off email
notifications so they only use the technology
needed (e.g., typing notes on a word docu-
ment)

Send notes Models professional timeliness Time commitment to write and send notes Designate a note taker

Provides prompts for follow up
behaviors

Supervisees may not read notes or use them as
prompts

Give yourself 15 min after the meeting to focus
on finalizing the notes and sending them out

Request supervisees respond to your email with
the notes confirming they’ve read them.
Incorporate questions about the notes into
future supervision meetings
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supervisor consider specific antecedents, behaviors, and
consequences that will ensure the supervisees experience
the benefits of joint supervision and that the overall expe-
rience remains productive and positive. We recommend
planning for the following: (1) have a clear objective for
each meeting, (2) prepare an agenda and send it ahead of
time, (3) start and end on time, (4) observe body language
during the group and make adjustments as necessary, (5)
take notes during the supervision or designate a note tak-
er, (6) discourage distractions, (7) end the meeting on
time, and (8) send notes out shortly after the session is
complete.

These recommendations may seem simple, but a criti-
cal analysis of each one allows one to consider the con-
tingencies and conceptual importance of effectively man-
aging the various dynamics of the group supervision ex-
perience. Here, we provide a conceptual analysis for some
of these recommendations. For example, there are many
benefits to preparing an agenda and managing the meeting
according to that agenda. If the leader does not have an
agenda, supervisees may not benefit from the group ex-
perience. If the leader arrives at the group supervision
session without an agenda and relies on the group to gen-
erate content for the meeting, she is setting the example
that as a leader, it is unimportant to plan and direct the
activities. This lack of planning could suggest to the
group that the time is open to discuss anything and may
introduce an opportunity for members to gossip, engage
in unrelated behaviors, and do so without regard to time,
goals, or the importance of their training experience.
Sending agendas ahead of time provides a model for
how to plan for upcoming activities, manage your time
well, and can also serve as a prompt for group members
to know what things they should do ahead of time to
prepare for the meeting. The supervisor has the opportu-
nity to model structure, how to professionally redirect off
topic conversation and how to manage the time well.
Group members may imitate the leader’s behavior,
resulting in unproductive and unfocused meetings without
accomplishments. Unfortunately, if all of the members of
your group leave the supervisory experience without a
model of appropriate planning and on task behavior and
all of their future meetings are conducted in the same way,
the impact on productivity, appropriate training, and even
client care will be negative. Undoubtedly, meetings can be
derailed for other reasons, such as a member who engages
in high rates of attention-maintained behavior. In such a
case, the supervisor might employ subtle strategies during
the meeting, such as breaking eye contact and remaining
silent for a few seconds following instances of the
attention-maintained behavior, as well as directly
discussing the issue with the individual supervisee.
However, if the meetings are consistently off-task due to

the supervisor engaging in poor planning and manage-
ment, the productivity of the group suffer, and supervisee
and client outcomes might be negatively impacted. In
fact, if the supervisees conduct future meetings in a sim-
ilar way, the negative impacts many only multiply
overtime.

Another recommendation for ensuring productivity and
positivity is to start and end the meeting on time. This
creates an expectation for professional timeliness and to
shape the professional repertoires of the supervisees. If
meetings do not consistently start on time, this may rein-
force arriving late and model that it is acceptable to allow
tardiness to negatively impact the experience of multiple
people. This tardiness could even generalize to other
deadlines for task completion or be imitated in the future
role as supervisor of others. Also, consider the response to
a supervisee who arrives late as these contingencies can
affect behavior significantly. For example, if the group
leader consistently repeats the material from beginning
of the meeting for latecomers and do not address the tar-
diness directly, the supervisee may continue to come to
the meeting late as any mildly aversive natural conse-
quences have been eliminated. By not repeating the initial
information one increases the response effort for
supervisees to obtain missed information is increased
when they are late. Directly address the tardiness with a
brief discussion of the importance of timeliness and by
providing rules and other contingencies for repeat of-
fenders. For example, a supervisee may need direct feed-
back and a goal (e.g., he will not be more than 2 min late
for all group supervision meetings during a 1-month time
frame and this behavior will be graphed and reviewed
regularly).

A third recommendation for ensuring productivity and pos-
itivity is to discourage distractions. We recommend doing this
by providing rules and contingencies for following the rules.
For example, the group leader may start by greeting everyone
and then quickly letting them know that they do not need their
laptops or phones for the meeting and can finish up their work
in the next 30 s and shut down. If someone begins to check
email or use their cellular phone during the meeting, the group
leader can stop the supervision meeting, ask the individual to
step outside if it is an emergency and return when they are
finished engaging in the other activity. The group leader may
even engage in more subtle prompts, for example by stopping
talking if someone checks email and waiting until they finish.
Of course, it is also critical that supervisors refrain from en-
gaging in these competing activities as well and model en-
gagement in the experience by making eye contact, actively
listening, and giving the group one’s undivided attention.
Again, the impact of modeling distracted behavior is that
supervisees may imitate it and attend other meetings without
being fully engaged.
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Manage Interpersonal Dynamics

During the group, it is important tomonitor group behavior for
subtle behavioral indicators of negative interpersonal dynam-
ics (e.g., avoiding eye contact, not including a member of the
group in social interactions) among the attendees and address
any situations that arise. For example, it may become evident
that when a certain member of the group begins to speak, the
other members of the group orient their body away from the
speaker and avoid eye contact. The supervisor should gather
more data by observing other interactions or asking one of the
most responsible and mature members of the group about the
reaction to the peer. If further observation suggests that this
particular peer frequently dominates conversations and partic-
ipation opportunities, the supervisor might address the issue
with feedback and/or implement a differential reinforcement
of low rates (DRL) of behavior program. The supervisor
might have a direct conversation with that group member,
discussing that he or she is dominating the group meeting
and should monitor participation in conversations with a goal
of limiting them to a certain number per group experience.
The supervisor may also be able to engage in an agreed upon
subtle visible behavior if the group member exceeds the
targeted number of contributions for the session to serve as a
prompt.

Summary and Conclusions

This paper summarizes the unique opportunities to establish
critical professional repertoires uniquely afforded by the
group supervision experience. These unique opportunities
consist of peer feedback, social networking, having multiple
listeners for the same event, observational learning, develop-
ing empathy, modeling and rehearsing positive and productive
discussion, practicing public speaking and presenting, and
developing professional repertoires. This paper also provides
structure and a framework for optimizing those benefits. The
proposed structure suggests how to set up contingencies and
well-designed activities to ensure supervisees benefit from the
group. Hopefully, the resources provided here encourage be-
havior analysts to think differently about the group supervi-
sion experience and consider the implications of not arranging
it appropriately. Following this structure may allow group
supervisees to reap the benefits of the group supervision ex-
perience and help shape the next generation of behavior ana-
lysts to be thoughtful, engaged, timely, and professional.

Currently, there is not a sufficient experimental literature in
behavior analysis to provide support for these benefits and
structure, but future research might be conducted to further
evaluate the recommendations and many other strategies for
enhancing group supervision experiences. For example, an
assessment of various professional behaviors could be

conducted at the beginning of the group supervision experi-
ence, throughout, and at the end to begin to determine the
effects of group supervision on some suggested benefits such
as the development of professional repertoires and developing
empathy. In addition, a more extended behavior analytic eval-
uation of supervisor behavior is warranted. Future researchers
may wish to propose a model for assessing the efficacy of their
own supervisory behavior and how to make changes accord-
ing to the environment and behavior of supervisees.
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Appendix A: Sample Group Supervision Structure

Technical Term of the Day (BTTOD^) Note to supervisor: Use
the BACB Tasklist to choose terminology that may be more difficult for
supervisees and/or that they will need to use frequently during future
discussions with peers, consumers, or other stakeholders. The supervisor
may wish to outline the terms for a certain period of time (e.g., 6 months),
to ensure ample opportunity for practice. The supervisor can provide the
schedule of terms to supervisees in advance so they can prepare. Begin
each session with a review of the term, and make rules that each
supervisee must use the term at least once, correctly, and differently than
his peers.

Discussion of Task List Item(s) Assigned from Designated
Competencies Note to supervisor: Have a structured system that
includes objective and measurable target skills (i.e., competencies). The
supervisor may wish to outline the competencies for a certain period of
time (e.g., 6 months), to ensure supervisees have time to prepare to take
(and ultimately pass) the competency.

Team Presentation Note to supervisor: Match supervisees and as-
sign topics for presentation. Outline a plan for a certain period of time and
review the schedule at each supervision meeting. Establish rules for pro-
viding feedback to teams when they present and for presentation style.
Establish consistency in the format of presentations so that supervisees
are equipped to deliver professional presentations in the future.

Case Review Note to supervisor: Establish the expectation that cases
are actively reviewed during group supervision. We recommend
assigning a person to present a case, else supervisees may not volunteer
and if they do, they may not be prepared to get the most out of the
experience. Set parameters for how cases are presented (e.g., background
information), how to keep focused on key questions, and articulate the
needs of the case in a way that is productive and allows novel listeners to
understand well enough to provide suggestions and support.

New Assignments/Plan for Next Meeting Note to supervisor:
Spend the last 10 min of the meeting discussing the plans for the
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upcoming group supervision session including the following: technical
terms, team presentation assignments, upcoming competencies, and
supervisee responsible for case review. We recommend reviewing the
month’s schedule in advance at the end of each session to provide closure
to the group and teach participants to prepare for their assigned activities
well ahead of schedule.
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VALENTINO, LEBLANC & SELLERS (2016) 
APPENDIX 
 

Appendix A: Sample Group Supervision Structure 

Technical Term of the Day (“TTOD”) 

Note to supervisor: Use the BACB Tasklist to choose terminology that may be more difficult for 
supervisees and/or that they will need to use frequently during future discussions with peers, consumers, 
or other stakeholders. The supervisor may wish to outline the terms for a certain period of time (e.g., 
6 months), to ensure ample opportunity for practice. The supervisor can provide the schedule of terms to 
supervisees in advance so they can prepare. Begin each session with a review of the term, and make rules 
that each supervisee must use the term at least once, correctly, and differently than his peers. 

Discussion of Task List Item(s) Assigned from Designated Competencies 

Note to supervisor: Have a structured system that includes objective and measurable target skills (i.e., 
competencies). The supervisor may wish to outline the competencies for a certain period of time (e.g., 
6 months), to ensure supervisees have time to prepare to take (and ultimately pass) the competency. 

Team Presentation 

Note to supervisor: Match supervisees and assign topics for presentation. Outline a plan for a certain 
period of time and review the schedule at each supervision meeting. Establish rules for providing 
feedback to teams when they present and for presentation style. Establish consistency in the format of 
presentations so that supervisees are equipped to deliver professional presentations in the future. 

Case Review 

Note to supervisor: Establish the expectation that cases are actively reviewed during group supervision. 
We recommend assigning a person to present a case, else supervisees may not volunteer and if they do, 
they may not be prepared to get the most out of the experience. Set parameters for how cases are 
presented (e.g., background information), how to keep focused on key questions, and articulate the needs 
of the case in a way that is productive and allows novel listeners to understand well enough to provide 
suggestions and support. 

New Assignments/Plan for Next Meeting 

Note to supervisor: Spend the last 10 min of the meeting discussing the plans for the upcoming group 
supervision session including the following: technical terms, team presentation assignments, upcoming 
competencies, and supervisee responsible for case review. We recommend reviewing the month’s 
schedule in advance at the end of each session to provide closure to the group and teach participants to 
prepare for their assigned activities well ahead of schedule. 

 

 
 

Valentino, A.L., LeBlanc, L.A. & Sellers, T.P. (2016).  The benefits of group supervision 
and a recommended structure for implementation.  Behavior Analysis Practice, 9(4), 
320. 


	A Survey of Staff Training and Performance Management Practices: the Good, the Bad, and the Ugly
	Abstract
	Method
	Participants
	Instrumentation
	Procedure

	Results
	Respondent Demographics
	Initial or Pre-Service Training
	Ongoing or In-Service Training
	Incentives
	Supervisory Training

	Discussion
	Implications for Applied Settings
	Limitations and Future Research

	Take-Home Points
	References

	Dubuque-Dubuque2018_Article_GuidelinesForTheEstablishmentO.pdf
	Guidelines for the Establishment of a University-Based Practical Training System
	Abstract
	Practical Training Participants
	Training Program Responsibilities
	Instructor Responsibilities
	Case Study
	Conclusion
	References


	Garza2018_Article_SomeToolsForCarryingOutAPropos.pdf
	Some Tools for Carrying Out a Proposed Process for Supervising Experience Hours for Aspiring Board Certified Behavior Analysts®
	Abstract
	Establishing a Supervisory Relationship
	Skills Assessment
	Job Model
	Assessment of Skills
	Goal Setting
	Training
	Ongoing Performance Monitoring
	Ending the Supervisory Relationship
	Evaluation of the Supervisee’s Overall Skill Development
	Evaluation of the Supervisor’s Effectiveness
	Professional Development Planning
	Conclusion
	References


	Hartley2016_Article_TheApprenticeAnInnovativeAppro.pdf
	The Apprentice: an Innovative Approach to Meet the Behavior Analysis Certification Board’s Supervision Standards
	Abstract
	The Behavior-Analytic Professional Organization
	History Within the Organization of BCBA Supervision and Supervision Difficulties
	Inconsistency of Learning Opportunities
	Supervisor Responsibilities
	Lack of Opportunity for Supervisees to Accumulate Indirect Supervision Hours
	Low Number of Supervisees Advancing to BCBA Positions
	Resolution of Difficulties
	The Organization’s Model for Meeting BACB Supervision Requirements
	The Apprenticeship Model
	BCBA Apprentice
	Conclusion
	References


	LeBlanc-Luiselli2016_Article_RefiningSupervisoryPracticesIn.pdf
	Refining Supervisory Practices in the Field of Behavior Analysis: Introduction to the Special �Section�on Supervision
	Abstract
	References


	Sellers2016_Article_TakingFullResponsibilityTheEth.pdf
	Taking Full Responsibility: the Ethics of Supervision in Behavior Analytic Practice
	Abstract
	&ldquo;Behavior Analysts as Supervisors&rdquor;
	5.01 Supervisory Competence: &ldquo;Behavior Analysts Supervise Only Within Their Areas of Defined Competence&rdquor;
	5.02 Supervisory Volume
	5.03 Supervisory Delegation
	5.04 Designing Effective Supervision and Training
	5.05 Communication of Supervision Conditions
	5.06 Providing Feedback to Supervisees
	5.07 Evaluating the Effects of Supervision
	Conclusion
	Appendix
	References


	Sellers2016_Article_RecommendationsForDetectingAnd.pdf
	Recommendations for Detecting and Addressing Barriers to Successful Supervision
	Abstract
	Problems in the Supervisory Relationship
	Persistent Professionalism and Interpersonal Problems
	Disorganization and Poor Time Management
	Interpersonal Skills
	Difficulty Accepting and Applying Feedback

	Conclusions
	Appendix A
	References


	Sellers2016_Article_RecommendedPracticesForIndivid.pdf
	Recommended Practices for Individual Supervision of Aspiring Behavior Analysts
	Abstract
	Recommended Practice Guideline 1: Establish an Effective Supervisor-Supervisee Relationship
	Recommended Practice Guideline 2: Establish a Plan for Structured Supervision Content and Competence Evaluation
	Recommended Practice Guideline 3: Evaluate the Effects of the Supervision
	Recommended Practice Guideline 4: Incorporate Ethics and Professional Development into Supervision
	Recommended Practice Guideline 5: Continuing the Professional Relationship Post-Certification
	Conclusions
	Appendix A
	Appendix B
	Appendix C
	Appendix D
	References


	Turner2016_Article_TowardsACompetency-BasedEthica-1.pdf
	Towards a Competency-Based, Ethical, and Socially Valid Approach to the Supervision of Applied Behavior Analytic Trainees
	Abstract
	Practice Model for Behavior Analytic Supervision
	Set the Occasion for Collaborative and Ethical Supervision
	Baseline Assessment of Trainee Skills
	Methods to Teach and Promote Skills
	Developing Case Conceptualization, Problem Solving, and Decision-Making Repertoires
	Considerations in the Delivery of Performance Feedback
	Evaluation of the Process and Outcomes of Supervision
	Continuing Education in Supervision
	Concluding Remarks: Initiating a Research Agenda in Behavior Analytic Supervision

	References


	Valentino-LeBlanc-Sellers-2016.pdf
	The Benefits of Group Supervision and a Recommended Structure for Implementation
	Abstract
	Characteristics and Benefits
	Peer Feedback
	Social Networking
	Having Multiple Listeners for the Same Event
	Observational Learning and Developing Empathy
	Modeling and Rehearsing Positive and Productive Discussion
	Practice Public Speaking and Presenting
	Development of Professional Repertoires

	Structuring the Group Supervision Experience to Maximize Benefits
	Create a Schedule and Standardized Format
	Use Group Supervision for Generalization of Skills from Individual Supervision
	Incorporate Public Presentation Opportunities
	Plan for Specific Behaviors to Ensure Productivity and Positivity
	Manage Interpersonal Dynamics

	Summary and Conclusions
	Appendix A: Sample Group Supervision Structure
	Technical Term of the Day (&ldquo;TTOD&rdquor;)
	Discussion of Task List Item(s) Assigned from Designated Competencies
	Team Presentation
	Case Review
	New Assignments/Plan for Next Meeting

	References





