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ABSTRACT 

The present study was designed to evaluate the effects of an 

eight-day behavior modification workshop on five pre-school teachers 

and five pupils. Changes in attitudinal behaviors as a result of the 

training program were also studied,, A third variable selected for 

investigation was the effect of simply reading an instruction manual 

upon teacher behavior* The investigation demonstrated that teachers 

exposed to the training program changed their attitudes concerning 

the use of social learning principles to a significantly greater degree 

than teachers who were not given the training. It was further shown 

that, as the result of training, three of the five teachers signifi

cantly increased their rates of positive reinforcement given to pupils 

from baseline to a nine-month follow-up observation. The rate of 

problem behaviors decreased significantly from baseline to nine-month 

follow-up for three out of four children. For four out of five 

children the rate of appropriate behavior increased significantly 

from the baseline period to the nine-month follow-up. Finally, reading 

an instruction manual alone was found to initially have a positive 

effect on teacher behavior. This effect then leveled off after a 

two-week period. 
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INTRODUCTION 

Modern learning theory is greatly increasing its potential 

for impact upon social problems. As problems in social interaction 

and development are more closely examined through the methods of 

careful natural observation and experimental analysis, the importance 

of learning principles in everyday life becomes clearer,, The potential 

contributions of these developments to child rearing and education 

appear to be especially significant. This study asks whether teachers 

can achieve a more positive and more effective learning environment as 

a result of training in the systematic use of social learning princi

ples. This study grows out of a body of laboratory and field research 

demonstrating the effectiveness of learning principles in bringing 

about significant behavior change in a variety of educational settings. 

From these studies a variety of behavioral techniques have emerged and 

can be generally grouped into three basic strategies for dealing with 

the child having classroom problems: (1) the student may be removed 

from the classroom and placed \d.thin a special token system classroom; 

(2) the professional may go into the classroom and attempt to intervene 

directly; (5) the teacher may be trained in classroom management 

techniques and instructed in how to solve the problem herself. Each 

of these strategies has particular assets and liabilities associated 

with its implementation and will be discussed briefly. 

1 



Token Classroom Settings 

In many respects, the most dramatic application of behavior 

modification principles is to be found in the reports describing the 

token classroom. Briefly described, token classrooms attempt to manage 

both social and academic behavior by the systematic distribution of 

tokens contingent upon specified improvements in behavior. These 

tokens can then be "cashed in" at a later time for desired activities 

or material goods,, The sum evidence from these studies supporting the 

effectiveness of token systems in modifying inappropriate social and 

academic behavior for groups of children is quite strong (0®Leary and 

Drabman, 1971). Moot authors demonstrated that the procedures were 

effective for a representative sample of the children with whom they 

have been employed. Even for extremely disruptive children, problem 

behaviors have been brought under control within a matter of a few 

days (Walker, Mattson, and Buckley, 1969). 

The major problem with the token approach arises when the child 

is returned to his public school. Since a child does not spontaneously 

acquire self-control skills as a function of his exposure to the token 

program, since a child's behavior seems to be quite situation-specific, 

and since a child's natural environment outside the token classroom 

does not ordinarily reinforce the child's appropriate behavior in a 

systematic manner, when the token system is removed it is likely that 

the child's appropriate behavior will significantly decrease. This, 

as expected, has been the case of token systems where generalization 

was not taken into account and programmed into the system (Kuypers, 



Becker, and O'Leary, 1968$ Meichenbaum, Bowers, and Ross, 1968; 

O'Leary, Becker, Evans, and Saudargas, 19^9)« When techniques designed 

to maximize generalization to public schools are part of the token 

program, such as post-professiosl intervention and attempts to involve 

peers in maintaining appropriate behaviors, significant transfer does 

take place (Walker and Buckley, 1971b). 

Another liability of token programs is the relative high cost, 

personnel and time used, especially if direct intervention is necessary 

following the program. Few schools have space, trained personnel and 

funds to implement a successful token classroom. Also, token class

rooms set up by outside agencies are almost non-existant and those 

that do exist frequently last only as long as grant monies are 

available. 

Direct Professional Intervention 

Direct professional intervention techniques have perhaps been 

studied to a far greater extent than either token economy systems or 

teaoher training programs. The tem "direct" refers to the fact that 

the treatment occurs in the classroom rather than in an office or a 

clinic. In programs described by Patterson (1973)? the emphasis lies 

upon the professional demonstrating the effectiveness of his techniques 

in the classroom. The teacher observes the procedures being modeled 

and is able to see the concurrent changes in the child's behavior. 

Once the behavior is under control the program is then turned over to 

the teacher. In this manner the teacher enters the picture as the 



interventionist at a point when the least effort is required. This 

aspect is perhaps one of the greatest assets of the approach. 

Some of the traditional social and academic behaviors that 

have been changed through direct intervention procedures include 

increasing on-task school behavior (Ray, Shaw, and Cobb, 1970; 

Patterson, Shaw, and Ebner9 1969), decreasing hyperactive behavior 

(Patterson, 1965), modifying overly aggressive actions (Patterson and 

Cobb, 1971; Bricker, 19&7), and improving academic skills (Evans and 

Oswalt, 1967; Hall, Lund, and Jackson, 1968). 

The major drawbacks of the direct professional intervention 

approach are similar to those liabilities of the token system. If 

responsibility for the program is not carefully transferred to the 

teacher, the probability of continued progress is greatly diminished. 

Second, there is little or no assurance that the teacher will know 

what to do when the problem child engages in other problem behaviors 

in the future or how to proceed when other children display dissimilar 

inappropriate behaviors other than to again call upon the professional 

interventionist. Third, few professionals have the time to go into 

the classrooms and work directly with the child for the length of time 

needed to effectively help the child. Finally, few schools or parents 

have the financial means to pay for the hours of professional time 

being spent. 

Teacher Training Programs 

Considering the large numbers of children with problem 

behaviors, a more efficient approach would be to train teachers to 
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bring the behaviors under control. Training teachers to effectively 

apply social learning procedures to the problem child has several 

possible extra benefits which further enhance its attractiveness. It 

is quite possible that, having learned a variety of behavior change 

techniques, the teacher would apply these procedures to other children 

in the classroom and thus facilitate the learning of appropriate social 

and academic skills. The fact that the teacher is the change agent 

should also facilitate both the persistence and the generalization of 

effects. 

Many studies have indeed demonstrated the high impact of 

teacher's trained to systematically use social learning principles 

upon children*s behavior in the classroom (Becker, Madsen, Arnold, 

and Thomas, 1966; Walker and Buckley, 1971a; Madsen, Becker, and 

Thomas, 1968), It has also been clearly shown that teachers can 

learn to change behaviors by applying contingency contracts (Cantrell, 

Cantrell, Huddleston, and Y/oolridge, 1969)> by using natural conse

quences (Evans and Oswald, 1967), and by implementing token systems 

(Bushell, Wrobel, and Michels, 19^8)# The Precision Teaching Groups 

led by Dr. Ogden Lindsley, has specialized in training teachers in 

techniques of pinpointing, observing, graphing and consequating 

behaviors with encouraging results (Haughton, 1968j Koenig, 1967). 

The Responsive Teaching Model, developed and used by Dr. Vance Hall 

and his students at the University of Kansas, is designed to teach 

measurement and recording procedures in the classroom, understanding 

of basic learning theory, familiarity with relevant research, and 
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skills in implementing behavior change programs in the teacher's own 

classroom (Hall and Copeland, 1972; Hall, Panyon, Habon, and Broden, 

1968; Hall, 1971)• Zimmerman, Zimmerman, Rider, Smith, and Dinn 

(197*1 ) describe a series of workshops which trained teachers to use 

behavioral principles in the classroom. They emphasized allowing the 

teachers to choose the behaviors to be changed and deciding how to 

change the behavior* The training program also emphasized recording 

student behavior and implementing reinforcement contingencies. 

Andrews (1970) reports a short-term teacher training program in the 

classroom application of behavior principles such as observing and 

recording, reinforcement techniques and teacher-initiated attempts 

to set up behavior change programs in the classroom. Martin (1975) 

describes six weekly workshop sessions which attempted to help 

teachers develop an understanding of basic learning theory principles, 

review experimental studies, learn to pinpoint, record and consequate 

social and academic behavior, and conduct behavior management projects 

in the classroom. 

In each of these studies it is clear from both teacher's 

reports and classroom observations that as learning principles were 

systematically carried out by the teachers appropriate classroom 

behavior increased while inappropriate social and academic behavior 

decreased. 

Although the results of these and other studies are encourag

ing, several potential problems must be taken into consideration. 

One of the difficulties lies in the ^motivation" of the teacher. 
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As noted by Hall, Lund, and Jackson (1968) and Krumboltz and Goodwin 

(1966), not all teachers seem amenable to the training programs even 

though they volunteered to participate. It appears that some teachers 

are extremely resistant to learning or trying out behavioral techniques. 

However this problem seems to be overcome quite easily by either rein

forcing the teachers who do participate with college credit or monetary 

reimbursement for their time. Another problem with teacher training 

programs concerns the length of time teachers continue to use the 

learning principles in the classrooms following the training programs. 

A study by Brown, Montgomery, and Barclay (19&9) showed that when the 

experimenters discontinued reinforcing the teacher, her application 

of reinforcing contingencies to the problem child in her classroom 

returned to baseline, and the behavior of the child again went out of 

control. It thus seems that in order for teacher training programs to 

be successful over a long period of time it is necessary that teachers 

themselves be reinforced for carrying out behavior management programs. 

Ideally this reinforcement would come from other teachers, supervisors 

and the professional. 

While the studies mentioned above give support to the position 

that classroom problems can be dealt with effectively in the natural 

environment, there are several methodological problems in this body 

of research which may weaken it. First, in many cases the evaluation 

of the success of the program depended on somewhat weak outcome 

measures such as total reliance on teacher reports or on single subject 

observations. Independent observations of both teacher and target 
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pupil were rare with observations of groups of teachers and pupils 

almost non-existant. Second, with the heavy reliance on single sub

ject designs and with little replication of the programs, inferences 

of results to other samples is as yet difficult to make,, Third, many 

studies suffered from a lack of control procedures. Treatment groups 

were rarely compared to no treatment conditions. Fourth, instructional 

meetings with teachers and treatment programs were infrequently out

lined in any detail giving rise to many questions as to what really 

took place. Fifth, follow-up measures left much to be desired in the 

vast majority of studies either being too short or non-existant. 

The present study is an attempt to correct some of these 

methodological problems by using a no-training control group, a variety 

of assessment devices with a group of subjects and by reporting the 

details of the training program. 

The current study was designed to investigate the impact of a 

teacher training program in behavior management on the behavior of 

both teachers and pupils. Changes in attitudinal behaviors as a 

result of the training program were also studied. A third variable 

selected for investigation was the effect of simply reading an instruc

tional manual upon teacher behavior. 

In the present study it was hypothesized that teachers exposed 

to a training program would change their attitudes concerning the use 

of contingency management to a significantly greater degree than teach

ers who were not given the training. It was further hypothesized that 

as the result of the training, teachers would increase their rate of 



positive reinforcement given to pupils and that target pupils' rate of 

appropriate behaviors would increase. Finally, it was expected that 

reading an instruction manual alone would have limited effects upon 

teacher behavior and that significant changes would be the result of a 

systematic inservice training program. 

The overall goals of the current project were to (a) train 

teachers in classroom management techniques, (b) help teachers under

stand the learning principles the techniques are based upon, (c) pro

duce improvements in classroom behavior without direct professional 

intervention, (d) carry out the training program with a minimum of 

expense and professional time, (e) increase the probability that the 

teachers would continue to use the techniques following the workshop. 



METHOD 

Project Schools 

Two workshops in behavior modification techniques were 

conducted in two pre-school centers in Tucson, Arizona. The centers 

provided day care services for pre-school children of low income 

working mothers. At the time of the study, School I had $6 children 

enrolled. The teaching staff consisted of four teachers, three 

teacher aides and three part-time volunteers. Classes were divided 

according to the age of the children with each class usually con

sisting of eight to ten children, one teacher, a teacher aide and a 

volunteer. School II had 40 children enrolled with two teachers and 

five aides. Each class consisted of approximately 20 children, one 

teacher and two or three aides. The two schools were served by the 

same director and one social worker, A no-treatment control school, 

serving a similar population, consisted of four teachers, four aides 

and three volunteers. Total enrollment of this school was approxi

mately forty. 

Subjects 

The subjects consisted of nine staff members from School I, 

seven staff members from School II, the director and social worker, 

and ten staff members from the no-treatment control school. Fourteen 

members of the staff were White, eight were Black, and five were 

10 
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Mexican-American. Ages of staff members ranged from 19 to 52; educa

tional levels ranged from 11th grade to six years of college. Five 

teachers and five children were selected from School I and School II 

for classroom observation. The target pupils, all four years of age, 

were recommended by the director because of classroom management 

problems. The five teachers chosen were those in charge of the 

classrooms of these target pupils. 

One clinical psychology graduate student served as the work

shop leader and the post-workshop consultant to the director and 

social worker. 

Assessment Devices 

Teacher Attitude Survey 

Each staff member of the three child care centers was asked 

by his respective director to complete a modified form of the Teacher 

Attitude Survey (Martin, 1971) which appears in Appendix A. The 

Teacher Attitude Survey consisted of 24 items measuring attitudes 

towards the use of various social learning techniques in the class

room. Each item contained a seven-point scale ranging from highly 

disagree to highly agree. 

Classroom Observations 

Observation of teacher and target pupil behaviors was con

ducted by a female undergraduate observer. Target pupil behaviors 

were selected with the aid of the school director and on the provision 

that the child would be in the center for the coming school year. 



The observer monitored both the teacher and target child continuously 

for approximately twenty minutes thres times a week. The observer sat 

close enough to classroom activities to clearly hear teacher-pupil 

exchanges. However, the observer did not interact with either the 

teachers or pupils and was careful to make recordings as inconspicu

ously as possible. A sample of 5 classrooms (5 teachers and 5 target 

children) *7ere observed. For teachers, rates of approval and disap

proval statements were recorded. For each target pupil one problem and 

one appropriate behavior were recorded. The target behaviors included 

such things as on-task and off-task academic behavior, whining and use 

of normal voice, conversations initiated, hitting, and following 

teacher requests. Teacher approval and disapproval and child behavior 

were recorded using a modified version of a recording procedure devel

oped by Rosenthal, Underwood, and Martin, 19^8 (Appendix B). Inter-

rater reliability was checked during approximately 20% of the 

observations and found to range between .79 and .99. 

Procedure 

The following is a brief outline of events in the current 

study in the order in which they occurred. First, the Teacher 

Attitude Survey was administered to the staff members of School I, 

School II and Control School. This was followed by baseline rates of 

behaviors recorded for teachers and target pupils of Schools I and II. 

Next, training manuals (see Appendix C) were given to each staff 

member of Schools I and II. Two weeks after the manuals were distrib

uted School I received the eight-day behavior modification workshop 
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(see below). One month after the manuals were given out, School II 

received a similar eight-day workshop. Observations of teacher and 

target pupil behavior were made three times per week from the baseline 

condition to two weeks after the end of the workshops. Two weeks after 

the end of each workshop the Teacher Attitude Survey was re-administered 

to the staff members of School I, School II and Control School. Nine 

months following the workshops three follow-up observations of teacher 

and target behaviors were conducted in Schools I and II. 

Outline of Training Manual 

A self-instruction manual, entitled Problem Behavior in the 

Pre-School Setting; A Social Learning Approach (Appendix C) was 

given to each staff member to read prior to the workshop. One of the 

centers was given the manual two weeks prior to the workshop while 

the other center had the manual four weeks prior to the workshop. The 

goals of the training manual were! (a) to develop an understanding of 

behavior change techniques based on learning principles; (b) to under

stand how these techniques can be implemented in the classroom; and 

(c) to develop a familiarity with a problem solving approach. On the 

basis of a brief interview with each staff member one week following 

the distribution of the manuals it appeared that all staff members 

had read the manual. A brief outline of the topics covered in the 

manual is given in Appendix D. 
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Outline of Workshop 

Each inservice training program consisted of eight 1^-hour 

sessions, four sessions per week in the summer. The sessions were 

held at the centers in the early afternoon while the children were 

taking naps. Monthly trouble-shooting conferences and phone contacts 

were held with the director and the social worker throughout the 

remainder of the year. 

The goals of the workshop were: (a) to develop an understanding 

of basic learning theory principles; (b) to learn to pinpoint and 

consequate academic and social behaviors; (c) to practice a problem 

solving approach to classroom management problems; and (d) to provide 

for interchange of ideas, problems and projects among all staff 

members. 

At no time were staff members pressured by the training leader 

to implement any of the behavioral techniques. The principles and 

techniques were presented simply as one of several approaches to 

classroom management and by no means the only approach to be considered 

and used by the staff. 

The eight workshop sessions focused on the following topics: 

1. Open disucssion of self-instruction manual, opinion of 

and objections to the use of learning principles, previous attempts 

to deal with problem behavior, development of pinpointing and observing 

skills, strategies to improve staff consistency. 

2. Discussion of contingency management, rewarding appropri

ate behavior and how to present rewards effectively. 



5. Teaching new behaviors—use of modeling, cues and succes

sive approximation. 

4. Time out from reinforcement—rationale, and guidelines 

for its use. 

5. Time out—setting up specific plans for implementation, 

use of quiet chair as an intermediate step. 

6. Token systems—individual and classroom programs, rationale, 

and implementation guidelines. 

7. Problem solving—description of approach and application 

to solving difficult problems in the classroom. 

8. Problem solving—further application to solving difficult 

problems; approach applied to topic of increasing amount of parent 

involvement at the centers. 

Workshop sessions on these topics were designed to provide 

participants with first-hand experience and practice. Numerous prac

tical exercises were included in each session as well as demonstrations 

and role playing of techniques. Participants were encouraged to 

implement techniques in a way that reflected their own personal styles 

rather than in a stereotyped, mechanical fashion. Because of the wide 

range of staff competencies and needs, workshop sessions were flexible 

and allowed for a great deal of discussion and clarification. 



RESULTS 

Teacher Attitude Survey 

The results of the Teacher Attitude Survey were analyzed 

using two-tailed t-tests for each of the 24 items. The dependent 

variable was the amount of change in scores from the pre-treatment 

administration of the survey to the post-treatment administration. 

The treatment group of teachers were compared to the no-treatment 

control group. 

The t-tests indicated significantly greater positive change 

scores (£<.05) for the treatment group than for the no-treatment 

group on items 7, 11, 14, and 24, which dealt specifically with 

attitudes toward rewarding appropriate behavior, and on items 2, 17, 

20, and 22, which centered on attitudes regarding the usefulness of 

ignoring inappropriate behavior. The two groups did not differ 

significantly on other items (see Table 1). 

Classroom Observations 

Data derived from classroom observations were tested by use of 

analysis of variance for four variables: (1) rate of verbal reinforce

ment given by teachers—baseline versus nine month follow-up; (2) rate 

of teacher verbal reinforcement—four weeks of manual alone versus 

two weeks of manual alone plus two weeks of workshop; (5) rate of 

inappropriate pupil target behavior—baseline versus nine month 

16 
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Table 1. t-Scores for Teacher Attitude Survey 

Total Mean 
Change Scores 

Mean 
Theme E Group C Group Difference t-Score 

(N=10) (N=10) 

1. Ignoring bad behavior 4 0 4 2.19 

2. Attending to bad behavior 15 0 15 5-54* 

5. Ignoring good behavior 5 2 1 1.15 

4. Consequating behavior 5 5 2 1.60 

5. Attending bad behavior 6 2 4 2.02 

6. Ignoring good behavior 2 1 1 1.08 

7. Rewarding good behavior 12 2 10 2.74* 

8. Showing concern 0 1 -1 .84 

9. Use of rewards & punishment 4 1 5 1.92 

10. Attending to bad behavior 4 2 2 1.65 

11 .  Rewarding good actions 10 1 9 2.61 * 

12. Use of punishment 5 1 4 2.21 

15. Rewarding good behavior 7 2 5 1.41 

14. Rewarding good behavior 8 0 8 2.44* 

15. Ignoring bad behavior 4 1 5 1.78 

16. Attending bad behavior 5 2 1 1.15 

17. Ignoring bad behavior 11 1 10 2.77* 

18. Uses of reward & punishment 2 1 1 1.05 

19. Rewarding good behavior 5 0 5 1.96 

20. Attending bad behavior 11 1 10 2.70* 
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Table 1, Continued. 

Theme 

Total 
Change 

E Group 
(N=»10) 

Mean 
Scores 

C Group 
(N=10) 

Mean 
Difference lb-Score 

21. Rewarding good behavior 2 1 1 1.25 

22. Attending bad behavior 8 1 7 2.51* 

25. Showing love 2 0 2 1.47 

24. Rewarding good behavior 9 1 8 2.56* 

* E<.05. 



follow-up. See Tables 2, 5» and 5 for the source tables. The 

Scheffe'method for post hoc comparisons was made on the significant 

main effects and interactions. The following section reports results 

of the Scheffe analysis. 

School I 

Teacher A. A significant difference in rate of verbal rein

forcement, £< .05 on the Scheff^ test, was recorded for Teacher A 

between the baseline observation and the nine month follow-up obser

vation period. The rate of verbal reinforcement rose from a mean of 

.49 per minute in the baseline conditions to a mean rate of 1.09 per 

minute in the follow-up condition. The highest mean rate of reinforce

ment was observed to occur in the two-week workshop condition with 

1.52 per minute being recorded (Figure 1). 

Pupil A. Pupil A was a four-year-old Mexican-American male. 

The two target behaviors recorded for him were obedience and disobedi

ence. Disobedience was operationally defined as either failure to 

comply with an adult's request within a thirty second period, having 

to be asked a second time or complying with only part of what was 

asked. Obedience was defined as complying within a thirty second 

period with a request asked only once and complying with this request 

fully. The behavior of both Teacher A and Pupil A was observed during 

the same half-hour small group lesson period. A significant drop 

(E-C.01) in rate of disobedience from the baseline period to the nine 

month follow-up was observed. The mean rate of disobedience per 

minute during baseline was .88 with this rate falling to .08 per 
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Table 2. ANOVA for Mean Rate of Verbal Reinforcement Per Minute 
for Teachers (Baseline Versus Follow-up) 

Source 
Sum of 

Squares 
Degrees of 
Freedom 

Mean 
Square F 

Teachers (T) 18.99 4 4.75 95.00 * 

Conditions (C) 6.47 1 6.47 647.00 ** 

Observations (R) 0.15 2 0.07 1.20 NS 

TO 5.58 4 1.54 24.57 * 

TR 0.45 8 0.05 .98 NS 

OR 0.002 2 .0.01 .01 NS 

TOR 0.44 8 0.05 

* £4.01 

** £<.001 
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Table 5. ANOVA for Mean Rate of Verbal Reinforcement Per Minute 
for Teachers (Manual Alone Versus Workshop) 

Source 
Sum of 
Squares 

Degrees of 
Freedom 

Mean 
Square 

7IT • 'w '1111,111 mill Ifcm— 

p 

Teachers (T) 80.50 4 20.12 154.15 * 

Conditions (c) 2.21 1 2.21 9.21 ** 

Observations (R) 2.78 5 O.56 2.55 NS 

TC 2.09 4 0.55 5.05 *** 

TR 5.04 20 0.15 1.46 NS 

OR 1.20 5 0.24 2.52 NS 

TOR 2.07 20 0.10 

* £<C.001 

** £< .05 

*** £<.01 
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Table 4. ANOVA for Mean Rate of Target Problem Behavior Per Minute 
for Pupils (Baseline Versus Follow-up) 

Source 
Sum of 

Squares 
Degrees of 
Freedom 

Mean 
Square F 

Pupils (T) 0.61 5 0.20 51.85 * 

Conditions (C) 2.01 1 2.01 288.28 ** 

Observations (R) 0.01 2 0.01 1.00 NS 

TC 0.85 5 0.28 58.44 ** 

TR 0.04 6 0.01 0.87 NS 

CR 0.01 2 0.01 0.94 NS 

TOR 0.04 6 0.01 

* £<.05 

** £<.01 
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Table 5» ANCVA for Mean Rate of Target "Good" Behavior Per Minute 
for Pupils (Baseline Versus Follow-up) 

Sum of Degrees of Mean 
Source Squares Freedom Square F 

Pupils (T) 0.45 4 0.11 19.00 * 

Conditions (C) 2.40 1 2.40 240.00 * 

Observations (R) 0.06 2 0.05 5.00 NS 

TC 1.11 4 0.28 26.45 * 

TR 0.05 8 0.01 .65 NS 

CR 0.01 2 0.01 .55 NS 

TOR 0.08 8 0.01 

* £<.01 
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minute in the nine month follow-up period (Figure 2). The mean rate of 

obedience during baseline was .17 per minute rising significantly to a 

rate of .55 Per minute in the nine month follow-up observation. This 

increase was significant beyond the .05 level using the Scheffe analy

sis (Figure 3)° 

Teacher B. Teacher B and Pupil B were observed during a half-

hour small group lesson period. The verbal reinforcement rate of 

Teacher B rose from a mean baseline rate of 1.44 per minute to a mean 

rate of 5*69 per minute in the nine month follow-up observation period. 

This increase in rate was significant at the .001 level. The highest 

level of reinforcement for Teacher B came during the two-week workshop 

condition with a mean rate of 4.01 per minute (Figure 4). 

Pupil B. Pupil B was a four-year-old white female. The 

problem target behavior chosen was the rate of helpless-dependent 

statements directed towards adults such as "show me how to do this", 

"I don't know how", "I can't do this", "do this for me", "it's too 

hard", and so on. The appropriate behavior recorded was the number 

of instructions and directions given by adults which were followed 

and completed on her own without assistance and "helpless" verbaliza

tions. The rate of helpless behaviors decreased significantly from 

1.17 per minute during baseline to a rate of .10 per minute during 

nine month follow-up. The signficance level was beyond the .01 level 

using the Scheffe Test (Figure 5)« The number of independent actions 

increased from a mean baseline rate of .06 per minute to a mean 
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follow-up rate of .90 per minutea This increase was statistically 

significant at the .01 level using a Scheffe analysis (Figure 6). 

Teacher C, Teacher C and Pupil C Mere observed during an 

activity period involving acting out stories and songs,, The rate of 

verbal reinforcement for Teacher C did not change significantly 

according to the Scheffe Test. The baseline rate of reinforcement 

was .45 per minute falling to .25 per minute in the nine month follow-

up period (Figure 7)» 

Pupil C. Pupil C was a four-year-old white male whose target 

behaviors were rate of loud shrieks and rate of staying in the area. 

The shrieks were operationally defined as a loud bird-like sound 

similar to the cawing of a crow. Staying in the area was defined as 

the number of thirty-second blocks the child was present on a large 

rug where the drama activities took place. The rate of shrieks did 

not change significantly from baseline to follow-up nor did the rate 

of staying in the area change significantly according to the Scheffe"^ 

analysis. The mean rates of shrieking went from .45 per minute in 

baseline to .55 per minute in follow-up while the mean rate of in 

area activity rose slightly from .25 in baseline to .55 in follow-up 

(Figures 8 and 9). 

School II 

Teacher D. Teacher D and Pupil D were observed during break

fast, which included serving food, eating, and cleaning up. The rate 

of verbal reinforcement for Teacher D rose from .58 in baseline condi

tion to .97 in follow-up condition. However, this rise in rate was 
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not statistically significant according to a Scheffe analysis 

(Figure 10). 

Pupil D. Pupil D was a four-year-old Mexican-American female. 

Because there was no obvious problem behaviors to record, the only 

target behavior selected was rate of conversations initiated with 

either peers or adults. This rate rose significantly from a .08 per 

minute mean baseline rate to a .45 mean rate at the nine month follow-

up. The level of significance was beyond the .05 level according to 

the Scheffe Test (Figure 11 )„ 

Teacher E. Teacher E and Pupil E were observed during an in

door free play period prior to lunch. The problem target behavior 

recorded was physical aggression toward peers and adults. This behavior 

was operationally defined as the rate of scratches, hits, shov6s, 

pinches, bites, or kicks aimed toward others. The positive target 

behavior was the rate of smiling. The rate of physical aggression 

dropped signifcantly from a baseline rate of .37 per minute to a rate 

of .02 per minute in the nine month follow-up. This drop in rate was 

signficant at the .01 level using the Scheffe analysis (Figure 12). 

The rate of smiling rose signficantly from baseline to follow-up 

(£< .001 level, Scheffe Test). The mean rate rose from .02 per minute 

to 1.18 per minute (Figure 13). The rate of verbal reinforcement for 

Teacher E rose from .76 in baseline condition to 2.22 in the follow-up 

observation. This rise in rate was signficant at the .01 level 

(Figure 14). 
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Manual Versus Workshop 

This analysis was performed to test the effect upon rate of 

teacher's verbal reinforcement going through a two-week workshop 

(School I) versus relying upon a manual for two extra weeks (School II). 

The analysis showed that for School I the mean rate of reinforcement 

rose significantly from 1,42 per minute in the two-week manual alone 

condition to 1.92 per minute in the two-week vrorkshop condition. 

This rise in mean rate of reinforcement was significant at the .025 

level according to the Scheffe Test. For School II the rise in mean 

rate of reinforcement from two weeks of manual alone to two additional 

weeks of manual alone produced no significant difference according to 

the Scheffe' analysis. The mean rate of reinforcement, however, did 

increase for two teachers from 1.52 per minute to 1.78 per minute 

(Figure 15). 
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DISCUSSION 

Previous studies have shown that by training teachers in the 

use of behavior modification techniques it is possible to bring about 

not only changes in the classroom management approach of the teachers 

but also significant changes in the behavior of the children,, What 

has not been demonstrated conclusively is how lasting these behavior 

changes are over time. Studies concerning the specific effects of 

various aspects of the training programs have also been lacking. 

This study lends further support to the idea that teachers 

can learn behavioral techniques and that these techniques can be used 

effectively in dealing with problem behaviors in the classroom. On 

the basis of classroom observations it was shown that teachers could 

help pupils decrease inappropriate classroom behavior as well as 

increase appropriate social behavior. Most significantly, however, 

these changes were shown to have been maintained nine months beyond 

the termination of the workshop. In addition, the rate of teachers' 

verbal reinforcement increased significantly from baseline to nine 

month follow-up for three out of five of the teachers. This finding 

coupled with the evidence that attitudes regarding the use of rewards 

and the use of ignoring on the Teacher Attitude Survey changed signifi

cantly as compared to a control group strongly suggest that the 

45 
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combination of a manual and a workshop resulted in a significant change 

in the teachers' performance and attitude systems. 

In addition to these findings, teachers of School I signifi

cantly increased their rates of verbal reinforcement from the manual 

alone condition to the workshop condition while teachers of School II, 

experiencing two additional weeks of the manual alone condition, did 

not significantly increase their rate of reinforcement. Thus, these 

findings indicate that the effect of the manual upon changing teachers' 

behavior is limited and needs to be augmented by other methods of 

training such as the workshop. 

The findings of this study appear to have further implications 

for the area of classroom management. It has been shown that not only 

can teachers be trained effectively to solve classroom problems but 

that this training can take place in a relatively short period of time 

and in a very economical way from the standpoint of professional time. 

In addition this study illustrated the effectiveness of a training 

program with a group of teachers having widely divergent educational 

and cultural backgrounds. Of course it must be kept in mind that it 

is rather difficult to generalize beyond this small sample of teachers 

to other populations. An additional reason for possible lack of 

generalizability to other populations is that the director and teachers 

expressed an open desire to learn social learning techniques and were, 

in most cases, quite willing to apply the techniques in the classroom. 

The degree to which these techniques would be implemented by a group 
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of teachers who were less motivated to learn and try out the methods 

remains to be determined. 

The current study points to the necessity for further experi

mentation in the field of teacher training. Perhaps the first step 

in future research is the replication of this study vrith other samples 

of teachers. With further replications of this training method the 

accuracy of generalization to other populations of teachers improves 

greatly. 

Another important area for further studies is the investigation 

of variables which maintain teachers' use of social learning principles 

after the training program has finished. Some possible reasons for 

success of the current study in this area are that the school director 

attempted to verbally reinforce her staff's efforts in implementing 

social learning techniques. Another possible explanation, reported by 

the director, is that teachers made reference to the manual throughout 

the year. Additionally, an effort was made to alter staff meetings to 

be more consistent with learning principles by discussing problems in 

terms of specific behaviors and seeking solutions which were consistent 

with learning principles. Still another possibility for maintained 

teacher change comes from the fact that as the behavior of the children 

improved and as the classrom atmosphere became increasingly more 

positive, it seems logical that these classroom changes would in and 

of themselves be highly reinforcing to the teachers. This reinforce

ment would thus serve to strengthen and maintain the teachers' use of 

learning principles. 
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One aspect of teacher training programs which is in need of 

more evaluation is specifying the most effective methods for presenting 

techniques of social learning to teachers. For example, it still is 

not clear whether presenting the principles and techniques to groups 

as opposed to individual teachers is as effective or economical in 

terms of cost and time. Also, the effectiveness of requiring teachers 

to carry out specific behavior modification projects in the classroom 

has yet to be determined. Another need is a replication of such studies 

which vary the background and experience of training program leaders, 

such as other professionals, trained paraprofessionals, or educators. 

Finally, the need for improved assessment instruments is crucial for 

the further development of social learning techniques in the natural 

environment. Intensive attention to the complex problems of observer 

agreement and accuracy, observer bias, and the reactivity of subjects 

to the observer is paramount. Independent evaluation procedures 

should be used whenever possible as opposed to a reliance upon a single 

assessment device thereby allowing convergent validity measures to be 

taken. More attention ought to be given to the use of experimental 

designs other than single subject and reversal designs. Because of 

the inherent strengths and weaknesses in any given design, it seems 

necessary to study behavior in the natural environment using a variety 

of designs. 



APPENDIX A 

TEACHER ATTITUDE SURVEY 

Teacher Date 

This is a survey to find out what you think about one area of 
interest to teachers,. Each of the following statements tells about a 
way of handling children or an idea about ways of handling children. 
I would like you to circle the number under each statement that best 
describes your feelings about the statement. 

1. It pays to "look the other way". 

I  1  1  I  1  1  1  
Disagree Disagree Disagree Neutral, Agree Agree Agree 
Strongly Slightly Depends Slightly Strongly 

1 2 5 4 5 6 7 

2. A teacher should pay the most attention to the child who is bad. 

I 
Disagree 
Strongly 

1 

Disagree 

2 

1  
Disagree 
Slightly 

5 

Neutral, 
Depends 

4 

Agree Agree 
Slightly 

5 6 

I 
Agree 
Strongly 

7 

5. An aide can help by leaving the children alone when they are doing 
well. 

Disagree 
Strongly 

1 

1  1  I  
Disagree Disagree Neutral, 

Slightly Depends 
2 5 4 

Agree 
Slightly 

5 

Agree 

6 

I  
Agree 
Strongly 

7 

4. When a child acts, the teacher should react. 

f 
Disagree 
Strongly 

1 

Disagree Disagree Neutral, 
Slightly Depends 

2 5 4 

r 
Agree 
Slightly 

5 

Agree 

6 

1 
Agree 
Strongly 

7 
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5. An aide should watch for children who are not behaving well, and 
then she should try to help them. 

Disagree 
Strongly 

1 

Disagree 

2 

Disagree 
Slightly 

5 

Neutral, 
Depends 
4 

6. Teachers should leave well enough alone,, 

Agree Agree 
Slightly 

5 6 

Disagree 
Strongly 

1 

Disagree Disagree 
Slightly 

5 

Neutrals 
Depends 

4 

Agree 
Slightly 

5 

I Agree 

1  
Agree 
Strongly 

7 

Agree 
Strongly 

7 

7. Children should be rewarded for the good things they do* 

r 
Disagree 
Strongly 

1 

Disagree Disagree Neutral, 
Slightly Depends 

2 5 4 

Agree 
Slightly 

5 

T  
Agree 

6 

~n 
Agree 
Strongly 

7 

8. A concerned teacher is a better teacher. 

Disagree 
Strongly 

1 

Disagree 

2 

I 
Disagree 
Slightly 

5 

1 
Neutral, 
Depends 

4 

I  
Agree 
Slightly 

5 

Agree 

6 

"I 
Agree 
Strongly 

7 

9. Rewarding and punishing may not be so different. 

r 
Disagree 
Strongly 

1 

Disagree 

2 

~~l 
Disagree 
Slightly 

5 

I  
Neutral, 
Depends 

4 

r 
Agree 
Slightly 

5 

Agree 

6 

10. The child who behaves badly is the one that really needs 
teacher's attention. 

"1 
Agree 
Strongly 

7 

the 

Disagree Disagree Disagree Neutral, 
Strongly Slightly Depends 
12 5 4 

Agree 
Slightly 

5 

Agree 

6 

I  
Agree 
Strongly 

7 

11. Rewarding a child is good. 

n- 1 Disagree 
Strongly 

1 

~n— 
Disagree 

~l— 
Disagree 
Slightly 

5 

Neutral, 
Depends 

4 

Agree 
Slightly 

5 

Agree 

6 

Agree 
Strongly 

7 
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12. Children should not be punished. 

Disagree 
Strongly 

1 

Disagree 

2 

Disagree 
Slightly 

5 

I 
Neutral, 
Depends 

4 

Agree 
Slightly 

5 

Agree 

6 

~l 
Agree 
Strongly 

7 

1J. A child knows when he is doing something right; you don't have to 
tell him„ 

Disagree 
Strongly 

1 

Disagree 

2 

Disagree 
Slightly 

5 

Neutral, 
Depends 

4 

Agree Agree 
Slightly 

5 6 

Agree 
Strongly 

7 

14. When a child is doing something good, you should let him know 
right away. 

I  1  1  1  1  .  
Disagree Disagree Disagree Neutral, Agree Agree 
Strongly Slightly Depends Slightly 

1 2 5 4 56 

15* Children who act bad should be ignored. 

I  I  I  I  i  I  
Disagree Disagree Disagree Neutral, Agree Agree 
Strongly Slightly Depends Slightly 

1 2 5 4 56 

16. Paying attention to a child who acts bad will help him to 
better. 

r T 
Disagree Disagree Disagree Neutral, Agree Agree 
Strongly Slightly Depends Slightly 

1 2 5 4 56 

17. Ignoring bad behavior only makes it worse. 

i i i i i r~ 
Disagree Disagree Disagree Neutral, Agree Agree 
Strongly Slightly Depends Slightly 

1 2 5 4 56 

I 
Agree 
Strongly 

7 

~n 
Agree 
Strongly 

7 

act 

Agree 
Strongly 

7 

I  
Agree 
Strongly 

7 
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18. You should show a child how pleased you are when he acts good, 
and that you don't like it when he acts bad. 

Disagree Disagree 
Strongly 

1 2 

I  
Disagree 
Slightly 

5 

Neutral, 
Depends 

h 

Agree 
Slightly 

5 

Agree Agree 
Strongly 

6 7 

19. If a child does something, he will be more likely to do it again 
if you reward him for it. 

r 
Disagree 
Strongly 

1 

Disagree 

2 

Disagree Neutral, 
Slightly Depends 

3 4 

Agree Agree 
Slightly 

5 ^ 

Agree 
Strongly 

7 

20. If someone will pay attention to a child when he acts bad or 
unhappy, it will help him to learn to act better. 

Disagree 
Strongly 

1 

T 
Disagree 

2 

Disagree 
Slightly 

5 

1 
Neutral, 
Depends 

4 

I  
Agree 
Slightly 

5 

Agree 

6 

Agree 
Strongly 

7 

21. You should show a child how pleased you are when he does something 
good, and that you don't like it when he does something bad. 

r 
Disagree 
Strongly 

1 

T 
Disagree 

2 

Disagree 
Slightly 

5 

I  
Neutral, 
Depends 

4 

I  
Agree 
Slightly 

5 

Agree 

6 

Agree 
Strongly 

7 

22. If you pay attention to a child's behavior, he might go on acting 
bad just to get you to pay attention to him. 

r 
Disagree 
Strongly 

1 

Disagree Disagree Neutral, 
Slightly Depends 

2 5 4 

Agree 
Slightly 

5 

T 
Agree 

6 

Agree 
Strongly 

7 

23. A child who is loved will be a good child. 

r 
Disagree 
Strongly 

1 

T 
Disagree 

2 

—I 1 1 1 1 
Disagree Neutral, Agree Agree Agree 
Slightly Depends Slightly Strongly 

3 4 56 7 



24. Once you start rewarding a child, he won't do anything unless you 
go on rewarding him ju3t as much. 

(  1  ]  1  1  1  1  
Disagree Disagree Disagree Neutral, Agree Agree Agree 
Strongly Slightly Depends Slightly Strongly 

1 2 5 4 5 6 7 



APPENDIX B 

TIA RECORDING FORM AND RECORDING SHEET KEY 

School Date 
Teacher Time to 
Child Recorder 
Target Behavior 

T R P B 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G 0 VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 

I G C VR GR PR TR VP GP PP QC TO 
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TIA Recording Sheet Key-

Target (T) 

The target refers to the recipient of the reinforcement from 
the teacher. There are three categories of Targets: Individuals (I); 
Group (G); and Class (C). 

Reward (R) 

Reward refers to the teachers' specific act of rewarding that 
is in response to the pupil's behavior. There are four categories of 
Rewards Verbal Reward (VR) e.g., praise; Gestural Reward (GR) e.g., 
smiling; Physical Reward (PR) e.g., a hug or a pat; and, Token Reward 
(TR) e.g., stars or chips (material reward such as food will also come 
tinder this category). 

Punishment (P) 

Punishment refers to the teachers' specific act of punishing 
that is in response to the pupils' behavior. There are five categories 
of Punishments Verbal Punishment (VP) e.g., scoldings; Gestural 
Punishment (GP) e.g., a frown; Physical Punishment (PP) e.g., a slap 
on the hand; Quiet Chair (QC) brief social isolation in the classroom; 
and Time Out (TO) social isolation outside the classroom. 

Behavior (B) 

Behavior refers to a brief written description of the action 
of the child that resulted in the action, either rewarding or punishing, 
of the teacher. 



APPENDIX C 

PROBLEM BEHAVIOR IN THE PRE-SCHOOL SETTING: 
A SOCIAL LEARNING APPROACH 
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INTRODUCTION 

The purpose of this manual is to help you gain a better 
understanding of problem behavior and to give you some ideas 
for changing undesirable behavior. 

For several years behavioral scientists have been working 
to develop a method of demonstrating to educators how to encourage 
desirable behavior ih their pupils and gradually elliminate 
undesirable behavior,, It has clearly been shown that by using 
these principles it is possible to change a child's behavior 
without the conflict, anger and frustration that sometimes 
develop between teachers and their children,, 

This method is based on a social learning approach. In 
other words, it takes advantage of the fact that people learn 
most of their behavior patterns from other people. 

Any teacher should be able to change the behavior of her 
children by using the method presented in this manual. But 
it is important that you USE the method—not just read about it. 
You should be prepared to use it over a period of time. While 
you may see some results almost immediately, you may have to 
stick with it for several weeks or months before you get all 
the results you want. 

SOCIAL LEARNING 

The main point of view taken in this manual is that what 
we think, the way wo feel and the way we act is learned. We 
begin learning from the day wo are born and never stop until 
the day we die. Most of what we learn comes from our envi
ronment, especially from other people in our environment. 
Our behavior patterns are almost always in a state of change. 
Usually this change is so slow it is almost impossible to see 
the change take place. However, our behavior patterns some
times change very drastically and in a short period of time. 
One of the goals of this manual is to give you a better under
standing of how behavior change takes place and what your part 
as a teacher is in this change process. 

To start with let's take a closer look at the behavior 
of a child and its relationship to the world around him. 
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CAUSES OF A BEHAVIOR ~>j BEIIAVIOII 
j , 

CONSEQUENCES OP; 
A BEHAVIOR ! 

1. The word BEHAVIOR refers to the ACTIONS of people that we 
can see or observe„ For example, hitting running, talking, 
reading, sitting, counting and eating are different types 
of BEHAVIOR. 

2„* These behaviors all have causes, that is, over time behaviors 
develop and are learned,, The causes are in the past and 
thus, there is little we can do about them. 

3. Behavior also has results or CONSEQUENCES. The CONSEQUENCES 
of a behavior usually have some effect on the behavior. 
The CONSEQUENCES of a behavior, since they occur in the 
present, are something we often can have some control 
over. 

The single most important factor in learning a behavior 
is its CONSEQUENCE or what happens immediately following 
the behavior. 

Here are some examples to give you practice in identi
fying CONSEQUENCES: 

John beats his hand on a drum and a "boom" results. 

BEHAVIOR 1 beats hand on drum 
CONSEQUENCE ' the noise—"boom" 

Susan draws a picture and is praised by the teacher. 

BEHAVIOR ! draws picture . 
CONSEQUENCE ! praise ! 

Henry hits baby and is spanked by Mother. 

BEHAVIOR ! hits baby 
CONSEQUENCE 1 snanked 

Joan cries and is cuddled by her teacher. 

[BEHAVI OR cries 
ICONSEQUENCE cuddled by toachcr 

EXERCISE 
Identify the BEHAVIOR and the IMMEDIATE CONSEQUENCE in 
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the following examples. 

Bobby loolfs out the window and sees a pretty robin. 

BEHAVIOR • 

CONSEQUENCE ! 

Teri squeezes the clay and makes an unusual shape. 

BEHAVIOR 

CONSEQUENCE 

Mike takes Sandy's toy and his teacher frowns at himc 

[BEHAVIOR , 

CONSEQUENCE ' 

Frank puts his blocks away and his teacher smiles at him. 

BEIIAVIOR 

CONSEQUENCE 1 

If you identified Bobby's BEHAVIOR as looking out the 
window, and the CONSEQUENCE that immediately followed as 
seeing a robin, you were correct. Similarly, the unusual 
shape, teacher's frown, and teacher's smile are the con
sequences that follow Teri's clay squeezing, Mike's toy 
taking and Frank's putting away blocks, respectively. 

EXERCISE 
Now write several of you own examples based upong the 

children you are with. Identify each behavior and its 
immediate consequence. 

Examples: 

BEHAVIOR 

CONSEQUENCE 

Example: 

BEHAVIOR 

CONSEQUENCE 
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4. There are two kinds of CONSEQUENCES: REWARDING and PUNISHING. 
Parents and teachers have been using REWARDING and PUNISHING 
CONSEQUENCES for hundreds of years. However, we are only now 
learning how to use these consequences effectively to change 
children and improve learning. 

REWARDING CONSEQUENCES INCREASING BEHAVIOR 

Imagine that it is free play period and we are watching 
Liz, a pre-school teacher, interacting with her children,, 

Frank and Bobby are just beginning to construct a house of 
blocks together,, Liz walks up to them, kneels, and puts her 
arms around both and enthusiastically tells them, "I really like 
the way you two are playing together so nicely. Tell me about 
what you're making." 

After a brief conversation with the two boys she then 
walks over to a small group of boys and girls coloring on 
poster board. She smiles and says9 "Wow!" What a terrific 
bunch of artists I have. You're using such pretty colors,, 
Iiespecially like how you are all sharing the crayons and helping 
each other," 

She then walks over to Tom who shows her a puzzle he has 
just completed. Liz pats him gently on the shoulders and says, 

"What a fine job you've done on that puzzle Tom0 You really 
know how to keep working on a job until it's done." Tom 
beams at her as she walks to the light switch. She flicks it on 
and off a few times. As soon as she does this a chorus of boys 
and girls chime in, 'Clean up time". Of the block players, 
only Frank starts putting blocks away. Bobby continues to 
play. On seeing this Liz walks over to Frank and says, "I 
like the way you're putting your blocks away Frank.. You really 
are a good helper," Hearing this Bobby quickly stops playing 
and begins to put his blocks away. Liz catches this and 
immediately praises him. 

Siir.ilarily, as the other boys and girls clean up she thanks 
and praises them for the jobs they are doing. In a matter of 
minutes the room is cleaned up and her children are ready for 
the next activity. 

This brief example was intended'to illustrate some aspects 
of REWARDING CONSEQUENCES or rewards. The basic function of 
REGARDING CONSEQUENCES is that they strengthen or increase 
behaviors that they follow. 

One rule for using consequences effectively is that: 
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CONSEQUENCES l.IUST IMMEDIATELY 
FOLLOW TIL''] BEHAVIOR 

Maybe you noticed that Liz praised Bobby and Frank immedi
ately after they started playing together. Liz especially wanted 
to praise Frank because Frank needed to learn to play with other 
children more,, rather than keeping to himself most of the time. 
Liz also knew that behavior is affected by its IMMEDIATE CONSE

QUENCES* By consistently praising Frank immediately after he 
began playing with other children, Liz increased Frank's RATE 
of playing with his peers during the first two weeks of school 
from 5 minutes during the one hour free play period to 40 
minutes during this period0 

By praising Fran!: immediatily following his playing with 
other children, Liz was able to increase Frank8s rate of playing 
with others„ 

When a consequence immediately follows a behavior and the 
behavior then occurs more frequently, we call the consequence 

a REWARDING CONSEQUENCE. 

FRANK 

BEHAVIOR playing with other children 

CONSEQUENCE verbal praise 

EFFECT ON 
BEHAVIOR 

increase in amount of plaving with others from 
5 min./l hour to 40 min.A hour 

Because Frank's RATE of playing with other children in
creased, we can call praise a REWARDING CONSEQUENCE for Frank. 
Liz could not be sure that praise would be a REWARD for Frank 
until she used it and Frank's rate of playing with other children 
increased. For Frank, praise from Liz is a REWARDING CONSEQUENCE. 
Liz can now confidently use praise to speed up or increase many 
of Frank's other behaviors. 

If you want to increase or strengthen a 
behavior, present a 

REWARDING CONSEQUENCE 
immediately following the behavior. 

Liz has a child in her class named Peggy. Liz knows that 
smiling and touching are REWARDING CONSEQUENCES for Peggy. 
Liz used to verbally praise Peggy but through careful obser
vation found that praise did not work as a REWARDING CONSEQUENCE 
for Peggy. Liz then tried smiling and touching as a consequence 
for talking and found that they did work as REWARDING CONSEQUENCES. 
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PEGGY 

BEIIA.VI Oil talking 

CONSEQUENCE verbal praise 

EFFECT ON 
BEHAVTOll 

no increase in rate of talking 

PEGGY 

BEHAVIOR talking 

! CONSEQUENCE smiliner and touching 

EFFECT ON 
BEHAVIOH . 

increase in rate of talking 
-

Just because a consequence works as a 
reward for one child does not necessarily 
mean that it will work as a reward for 
another child. 

You noticed that Liz used different consequences for 
Frank and Peggy,, In order to increase Frank's rate of playing 
with other children, Liz praised him. In order to increase 
the amount of talking by Peggy, Liz smiled and touched her. 
Some consequences like praise, smiling, and touching, usually 
work as rewarding consequences for most children,. However, 
there are some consequences that may work as a reward for 
one child, and some that may work as reward for every child in 
your class but one! 

It is important that you must determine for each child 
what will work as a rewarding consequence,, To identify what is 
a reward for a particular child, you have to observe the child, 
and then present a consequence that you think may work following 
a behavior you wish to increase,, If the behavior increases, 
you have identified a rewarding consequence for the child. 

Many parents and teachers have found that the following 
are rewarding consequences for most children. 

Verbal Approval and Praise 

"That's the right answer." "I really like that" 
"What a good job of painting." "You're a hard worker." 
"That's a great idea." "You're getting better." 
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"Good thinking0" "I reaJly'like the way 
"Younve done a perfect job0" you help out." 
"Wow, you"ve got a good memory. "That's fantastic!" 

Being Asked Questions or Asked to Talk About Something 
They Are Doing 

"Tell me about the picture you're coloring0" 
"How did you make that lovely car?" 
"How are you today?" 
"Are you having fun?" 
"Tell me what fun things you did over the weekend?" 

Non-Verbal Approval 

Smiling Grinning 
Nodding Laughing 
Clapping hands Winking 
Looking interested Looking surprised 

Physical Contact 

Hugging Holding 
Touching Shaking hands 
Patting Sitting on- lap 

Activities and Privileges 

Going to the play ground Feeding animals 
Playing with a new toy Helping the teacher 
Working on an art project Passing out objects 
Going on a field trip Picking out a story to be 
Being first to be chosen read 
Spending time aone with Playing games 

an adult 

Ifeterial Objects 

Toys Snacks 
Trinkets Art materials 
Books Games 

Tokens 

Poker chips Jferks on an index card-lTI-I I 
Stars on a chart Play money 
Points on a chart 

The tokens are given when the behavior you want to increase 
occurso The tokens can then be cashed in by the child at the end of 
the day or week.for some reward, that he desires. 
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When you present a reward to the child, 
be enthusiastic. Show the child that you 
are really pleased with his behavior. 
Speaking in a monotone voice and never 
smiling simply is not rewarding to anyone. 
Practice praising and using other types of 
rewards. Work on being yourself and 
being natural when presenting rewards. 

When you use praise as a rewarding con
sequence, direct the praise at a specific 
behavior. Ilather than saying, "good boy", 
say, "I like the way you are sharing your 
toys". It is extremely important that you 
tell the child what you are rewarding. 
Instead of saying "that's a nice girl", 
say, "Thanks Karen for doing such a nice 
job helping me straighten up the art 

Rewards work better if you tell the child 
what the behavior is he is 

being rewarded for. 

Social consequences such as praise, approval, 
attention, and physical contact are always 
available, don't cost anything, are easy to 
give, and are effective as rewarding con
sequences for most children,, 

Some children are not very responsive to 
social consequences presented by adults, 
sucu as praise, approval, and physical 
contact. With these children, you may find 
it necessary to use powerful rewards such 
as material objects. If you do use material 

objects as rewards always praise the child 
as you are giving him the object. By doing 
this, praise will soon start to work as a 
rewarding consequence. Then you can begin 
to gradually substitute social rewards for 
material rewards. 
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C A U T I O N  

Don't use rewarding consequences that are more powerful than 
necessary to increase the child's behavior. If praise works, 
don't use candy,, 

In addition to using rewards with an individual child, you 
can also use them with a group of children. Often you can in
crease a specific behavior of all of the children in a group, 
such as listening or playing together, by giving the group a 
reward. For example, you may verbally praise the group, "You 
are all playing together nicely;" or present an activity to the 
group, "You all listened so well that I have a special treat 
for you—here is a new game that we all can play;" or present 
a privilege to the group, "You sure know how to play together 
well. I need children who play together well to help me set 
out the art materials for the class." Everything you have 
learned about using rewards with an individual child also 
applies to using rewards with a group of children. 

For children to learn a new behavior, there must be 
immediate rewarding consequences presented following the behavior 
At first, these rewarding consequences must bo CONSISTENTLY 
presented EVELIY TIME the behavior occurs. Thus, when Frank'is. . 
just beginning to learn how to play with other children, Liz 
praises him EVEHY TIME the behavior occurs. Liz has previously 
determined that praise is a rewarding consequence for Frank. 

If you wish to increase a behavior that 
is just being learned, 

CONSISTENTLY present a 
rewarding consequence 

immediately following the behavior 
EVERY TIME the behavior occurs„ 

Don't expect to see an immediate change in 
a behavior following the presentation of a 
single reward. Behaviors usually change 

You get what you give! If you reward 
others, they are more likely to reward 
you in return. 
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slowly and the effect upon a behavior of 
presenting a single reward following the 
behavior is small,, In order to successfully 
change a behavior, it is necessary, there
fore, to give over a period of time, many 
rewards iminediatily following the behavior. 

After Frank has learned to play with other children, Liz can begin 
to praise his playing with others less often. Liz may praise 
Frank every other time he plays with other children and later 
only every fifth time. However, if Liz stops consistently prai
sing Frank too soon, Frank may stop playing with others. If 
this begins to happen, Liz must start again praising Frank 

every time he plays with others. By slowly decreasing or thin
ning the number of times Liz praises Frank for playing with 
other children, Liz will, in time, be able to maintain or 
keep Frank's plaving with others at a high rate, even though 
he is only occas ionally praised for it. 

In fact, research has shown that once a behavior is learned, 
it is more likely to be maintained if it is only occasionally 
followed by a rewarding consequence. 

If you wish to maintain a behavior 
that is already learned 

OCCASIONALLY present a 
rewarding consequence 

immediately following the behavior. 

C A U T I O N  

THINGS THAT ARE TAKEN FOR GRANTED 
OFTEN GO AWAY 

Do not take "good" or desirable behavior for granted; be 
sure to occasionally follow it with a reward. WATCH the child 
and try to CATCH the child being good. Then immediately reward 
the behavior. 

Every child has many good behaviors but sometimes they are 
taken for granted and overlooked. ASK YOURSELF: What good 
behavior does this child already have? Are we rewarding his good 
behaviors? OBSERVE each child to see what good behaviors he 
already has and whether or not anyone is rewarding these behaviors 
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BEUEMBEH: GOOD BEHAVIOR THAT IS NOT REWARDED 
OCCASIONALLY, MAY DISAPPEAR! 

The following are examples of what most teachers consider 
good behavior but are often taken for granted. 

A child sitting in his chair and listening to the teacher 
Walking instead of running in the classroom 
Not hitting in a situation where a fight might have occured 
Working quietly by himself 
Doing something well 
Talking in a nice tone of voice, instead of shouting 
Talking politely 
Knowing the answer to a question 
Eating without making a mess 
Cooperating with others 
Playing without making a lot of noise 
Being able to do a simple task 
Doing something that the child has never done before 
Helping when not being asked 
Helping when being asked 

This list is incomplete. In fact you may disagree with some 
of the items which others consider "good". The point is, you 
must decide what behaviors are desirable and then reward them. 
Try making up your own list of good behavior. Discuss it with 
each other and then act on it. 

You should now realize that we usually only reward a few 
select behaviors. Now try to reward those behaviors that seldom, 
if ever, get rewarded. 

Rewards that are over-used often lose their effectiveness. 
If a teacher frequently uses the same reward such as, 
"Wow, that's great," it may become less and less effective. 
Remember to always vary the rewards that you use. Children 
like variety, too. 

C A U T I O N  
I.. 

You have just learned to increase behavior, 
and you are about to learn how to decrease 
behavior. Most of your efforts as a teacher 
should be directed towards increasing desi
rable behaviors rather than towards decreasing 



undesirable behaviors0 Focus most of your 
attention upon the desirable behaviors the 
children are displaying. Look for behaviors 
to increase© 

Think about this section on rewards 0 Some teachers and 
parents object to using rewards. What objections do you have? 
The following section will briefly try to answer some of the 
common objections to using rewarding consequences0 

"Isn't giving children regards just bribing them"? 
Adults who use this objection often fail to remember that 

much of what they do themselves is the result of rewards0 How 
long do you think they would work if their paychecks stopped 
coming in? How long do you think they would cook or clean 
house if their family failed to give them a compliment now 
and then? We as adults work for many rewards, why should w-e 
expects our children to be different? Secondly, are we really 
"bribing" children when we give them rewards for desirable beha
vior? The dictionary definition of bribery states that bribery 
is paying someone to do something ILLEGALo What is illegal 
about teaching a child to play with others, to talk, to read, 
to listen to a teacher? 

"Children should be good for its own sake0" 
Again, how many of us work for its own sake? This objection 

implies that the child already has learned the behavior in ques
tion. How can we expect a child to read for its own sake when 
he hasnTt learned to read? Also, it is incredibly naive to 
expect a child to do something solely because it will benefit 
him several years from now0 Research has shown clearly that 
for children,rewards are most effective if they immediately 
follow a behavior. 

"If I reward these children so much they'll expect to be rewarded 
for everything they doQ They won't work unless they get a rewardo 

This objection is answered simply be reviewing some of the 
learning principles. To get a behavior started you usually do 
have to rex-iard it everybime FOR AWHILE. Once the behavior is 
learned you only have to reward the behavior OCCASIONALLY, not 
everybime. Thus, a child will work xor a very long time or 
maintain a behavior for long periods while only being rewarded 
every now and then0 Also, it is common for children to reward 
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themslves for good behavior (e0g», a child telling himself 
that he has done a good job for cleaning his room),, However, 
in order for a child to learn to reward himself he must be 
rewarded in the beginning by his teachers and parents0 

Sometimes a teacher will reject social learning principles 
because it implies that they are murchi more responsible for 
a child's behavior then what they previously thought® No longer 
can they excuse disruptive behavior with answers such as, 
"boys will be boys" or "they'll grow out of it"0 No longer 
can they place the blame totally on a "bad" home environment® 
It is probably true that many children bring to school,behavior 
problems learned in the home0 The fact remains that a child 
can learn to behave appropriately in the school environment, 
despite problems at home, and that it is the responsiblility 
of the teacher to teach the child how to behave appropriately 
in schoolc Social learning principles, as presented in this man 
ual, will be of help in teaching a child how to behave better 
in school. 

DECREASING BEHAVIOR 

Let us now turn to another aspect of rewarding consequences 
When not to use rewards or when to IGNORE a behavior0 

Let's ;take another look at Liz's classroom* At the begin
ning of the year Julie was a real problem,, It seemed she would 
start whining - when fehe was the least bit frustrated,, Liz had 
been carefully observing Julie for a few days. She found that 
Julie whined an average of eight times an hour and that she had 
occasionally gone over to her while she was whining to see 
what was wrongc Liz wanted to decreaseJulie's rate of whining,, 
She knew that her attention was a rewarding consequence for 
Julie and realized that her attending to her when she whined 
was probably maintaining her whining. 

JULIE 
BEHAVIOR whining 
CONSEQUENCE attention from Liz 
LFFECT ON possibly maintains whining at a rate of U 
-BEHAVIOR times per hour 

For the rest of the week Liz IGNORED Julie whenever she 
was whiningo She did this by turning her back on Julie, or 
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walking away from her, or simply not looking at her whenever 
she was whining. By the end of the week, Julie's rate of whining 
dropped to less than one time an hourc 

JULIE 
BEHAVIOR 'whining" 
^CONSEQUENCE J ignored by Liz ™ 1 ' 
EFFECT ON ; decrease in rate of whining from 8 times an 
BEHAVIOR | hour to less than 1 time an hour 

Thus, by eliminating the reward (attention) which was main
taining Julie's whining, Liz was able to decrease the rate of 
Julie's whining# 

For long-term results the most effective 
means of decreasing a behavior is to elimi
nate the reward that is maintaining the 
behavior., If you are consistent and DO 
NOT OCCASIONALLY REVJARD the undesirable 
behavior, the undesirable behavior will 
gradually disappear. 

C A U T I O N  

Don't expect a behavior to immediately decrease J. j. 
in rate when you start to ignore it. Often 
the behavior will increase in rate for a short 
period of time before it begins to go down. 

12-
11-
10-

Number of 9-
times Julie 8-
whines per 7-
hour 6-

*-
h-
3-
2-
1 -

Liz begins to 
ignore whining 

X *-
W. 1 
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sr i 

/ * 

Behavior increases for 
a few days and 

then falls 

12 3 1) 5 6 1 6 9 10 11 12 13 1U 
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What frequently happens when a teacher decides to ignore 
a behavior is that the behavior increases briefly,, The teacher 
then feels that the situation has taken a turn for the worse 
and quits ignoring the behavior. If you can get by those first 
few days of increased "bad" behavior, which has resulted from 
ignoring it, you will begin to observe a decrease in the behavi* 

Once a behavior stops ' "paying off% it will start going 
away. 

If you do not CONSISTENTLY IGNORE an undesirable behavior, 
it will NOT decrease. By occasionally attending to the unde
sirable behavior, you may maintain it at a high rate. Recall 
that once a behavior is learned, it is now likely to be main
tained if it is only occasionally followed by a reward. 

DESIRABLE behavior will also decrease if it is 
IGNORED. Do not make the mistake of accidently 
decreasing a behavior you do not want to de
crease o Always remember to RGV/ARD DESIRABLE 
BEHAVIORS and to IGNORE UNDESIRABLE BEHAVIORS. 

QUIET CIIAIR 

You now know how to gradually decrease behavior. Some
times, however, gradually decreasing a behavior is not enough. 
Sometimes you run into a behavior that, because of its serious
ness, must be stopped quickly. 

If Tommy hits other children and takes their toys, you 
cannot just ignore Tommy and wait for his rate of hitting to 
gradually decrease. In fact, if you were to try this, you • 
would most likely find that his rate of hitting would not 
decrease at all. The revfarding consequonces that maintain 
Tommy's hitting are, most likely, the submission of his 
victim, peer attention, and getting the victim's toy. 

During the first day of school, Liz observed that Tommy 
hit approximate^' two times an hour. 

When an undesirable behavior occurs, 
look for the rewarding consequence that 
is maintaining it. It may be your own 
behavior0 

C A U T I O N !  
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TOMMY 

BEIIAVI Oil hitting and taking toys 

CONSEQUENCE submission of victim, peer attention, etc. 

EFFECT ON 
BEHAVIOR 

maintains hitting and taking toys at a rate 
of 2 times per hour 

Liz must use a procedure which will quic&ly decrease 
Tommy's rate of hitting and toy taking. Since there are a 
large number of rewarding consequences which, most likely, 
maintain Tommy's hitting and talcing toys, Liz decides to use 
a procedure which will eliminate all rewarding consequences 
for Tommy's undesirable behavior0 

The next time Tommy hits another child, Liz immediately 
says: 

"Tommy, you hit. We do not hit in this school„ 
You will have to sit here quietly until I 
tell you that you can get off." 

Liz places him in a chair in the classroom far from the other 
children. The chair is in a spot where he can't play with any 
thing around him. After two or three minutes, Liz tells Tommy 

"You've been sitting here nicely. You can now go 
back to playing with the other children. Remember 
the rule: We do not hit in this school." 

Liz continues to consistently use this procedure every 
time Tommy hits another child or takes another child's toy. 
She finds that after three days this behavior no longer occurs 

TOMMY 

BEIIAVI OR ' hitting and taking toys 

CONSEQUENCE ' place on quiet chair 

EFFECT ON 
BEHAVIOR 

! rate of hitting and taking toys decreases 
: from 2 times an hour to 0 

By placing Tommy immediately on the quiet chair following his 
hitting, Liz was able to decrease Tommy's rate of hitting. 
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If you wish to quickly decrease 
a "behavior, use the QUIET CHAIR 
,to elimiante all rewarding 
consequences for a short period 

of time. 

The effectiveness of the quiet chair as 
a procedure for quickly slowing down a 
behavior depends on really eliminating 
ALL rewarding consequences. If Tommy 
could play with an attractive toy or 
communicate with another child while he 
was removed from the group,, Liz would not 
have eliminated all rewarding consquences. 
If all rewards are not eliminated, the 
behavior will not decrease. Select a 
location in tlie classroom to place the 
quiet chair that is both isolated and dull, 
The best way to do this is to put the 
chair behind a movable screen in a corner 
of the room0 

When Liz places a child on the quiet chair, 
whe tells the child in a firm, calm, matter-
of-fact wayf why he is being removed from 
the group. The MJLE SHOULD DE STATED 
CLEARLY,, She does not use vague, general 
statements such as, "You were a bad boy," 
Instead, she describes the behavior that 
is causing the problem and states the rule. 
For example: "Y/e do not hit other people 
here. You hit Frank, so you will have to 
leave the other children and sit on this 
chair. Sit here Quietly until I tell you 
that you can get up." 

C  A  U T  I O N  

The effectiveness of the quiet chair technique 
depends partly on how often it is used. The 
less often it is used, the more effective it 
will be. Also, the duration of time that a • 
child is on the quiet chair should be relatively 
short—about 2 or 3 minutes works bcst0 Don't 
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forget about the child and leave him 
on the chair for a long period of time! 

In order for the quiet chair procedure 
to be effective, the situation from which 

the child is removed MUST BE REiVAitDING. 
If a child is not in a classroom that is 
rewarding forget about using the quiet : 
chair method,. It just won't work0 In 
fact, if the child is in an unpleasant 
classroom that he doos not like, and you 
remove him from this unpleasant situation 
whenever he displays an undesirable behavior, 
the rate of his undiserable behavior will 
increase0 This is because you are, in ;• 
effect, allowing the child to escape from 
the unpleasant situation v/heneves? he dis
plays an undesirable behavior,, 

At times you may run into a highly unmanagnble child. 
This kind of child may react to the quiet chair by throwing 
a tantrum or refusing to sit on the chair. In this case, 
first repeat the behavior rule to him firmly and then ignore 
the child's disruptive behavior,, Make sure he understands 
that before he will be allowed back to the group he will have 
to sit QUIETLY on the chair for about three minutes, 

Ij^ after a week, you find that this method isn't working 
take him out of the classroom when he refuses to sit in the 
quiet chair and make him sit in a room which has as little 
interest to him as possible. The barer the room the better. 
Make sure an adult is present in the room witli him0 Make sure 
the child knows exactly why he is going to the "quiet room". 

For example say, "You must go to the quiet room because you 
won't sit quietly on the chair"0 

For the first couple of times you must use the room, 
require that the child stay in the room quietly for about 
ten minutes,, After the first couple of offenses increase the 
time to about twenty - minutes. If you have to use this tech
nique more than five times i_t i_s not working:. Get together 
in your staff meeting and divise a new plan of action. 

If the child tantrums in the quiet room tell him again, 
"you must stay hare ten minutes quietly before Ave are going 
back". After this, ignore hiu completely. If the child attacks 
you restrain him by holding his arms with his back to you. 
Otherwise give the child's behavior as little attention as 
possible, V/hen he stops the tantrum wait at least ten minutes 
before allowing him to return to the classroom. When the time 
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is up tell him that it is time to go back and restate why he 
came to the quiet room. 

Use the quiet room as little as possible— 
ONLY if the quiet chair : dosn't work. The 
less you use it, the more effective it will 
be when you have to use it. Remember, the 
quiet chair and quiet room work only if 
your classroom is a rewarding place to 
be. 

PUNISHING CONSEQUENCES 

Just as there are consequences that increase or strengthen 
behavior, there are also consequences that decrease or weaken 
behavior. When a consequence immediately follows a behavior 
and the behavior then occurs less frequently, we call the con
sequence a punishing consequence or punishment. 

There are certain situations that may require the present
ation of a punishing ccnsequence. However, the use of punish
ment under most conditions is not preferable for the following 
reasons: 

1, Eesearch has clearly shown that it is much more effective 
to teach a child a desirable behavior by immediately reward
ing the desirable behavior than to punish the child for an 
undesirable behavior, 

2, Children and adults often learn to dislike people who 
punish them, activities in which they are punished, and 
places where they are punished. This is reflected in • 
comments such as: 

"I hate school," 
"I wish the old bat would drop dead," 
"Arithmetic stinks." 

It is also indicated in such actions as truancy^, cheating, 
destroying school property, bugging the teacher, and so on. 

3, Children and adults often learn to escape from or avoid 
people, activities, or places associated with the use of 
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punishment. Y/hen children attempt to avoid or escape from 
the adults attempting to teach them, the opportunity to con
tinue to teach the child may he lost0 

4. Punishment often causes a child to become anxious and tensea 

If a child is often punished by a teacher or parent in the 
class or in the home, just being around the individuals who 
punished him or the location where he was punished may cause 
the child to feel anxious0 An anxious child will be neither 
happy or productive, nor will he learn well0 

5. Teachers or parents who use punishment to change a child 
may lose their effectiveness in giving ueraards to the child. 
Verbal praise and approval and physical contact such as 
touching and hugging presented a child by an adult will not 
be as effective as rewards if the same adult frequently 
scolds or spanks the child. 

6. If physical punishment such as slapping or spanking are 
used on a child by an adult, the child may imitate this 
behavior,, Since children often do what they observe adults 
doing, we might expect that children of parents who are 
aggressive towards them would be more aggressive towards 
other children,, 

7. Punishment is usually not a very effective means of de
creasing a behavior in the long run0 Unless the undesi
rable behavior is punished every time it occurs and the 
punishment is quite severe, the undesirable behavior will 
continue to occur,, ^ince it is difficult to always be there 

to punish an undesirable behavior every time it occurs and 
since the use of a severe punishment would likely cause 
more problems (anxiety and avoidance) than it would help, 
punishment is usually not a practical means of changing 
a child. 

8. Punishments that are used over a period of time tend to 
lose their effectiveness0 To achieve the same results, 
the person delivering the punishments must continuously 
increase the severity of the punishments. 

9. "You get what you give." The more you reward others the 
more likely they are to reward you in return# The more 
you punish others the more likely you will recieve punishing 
consequences from others. 

10, Quite often, punishing a child may be in part rewarding 
to him. The reason for this is that in order to punish 
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a child you usually have to attend to him and be near him. 
For some children just your attention and nearness is 
rewarding in and of itself,, This is especially true for 
those children who only get attention for being bad and 
are never rewarded for acting appropriately,, They have 
learned that the only way they can get your attention and 
concern is if they behave badlyD Naturally the rate of 
inappropriate behavior keeps increasing,, 

Given all of these reasons for not punishing a child, it is 
easy to understand why good teachers are extremely reluctant 

to use punishment. However, there are rare circumstances in 
which you may find it necessary to do so, For example, if 
you decide that you cannot allow a child to continue to behave 
in a certain manner because of the risk 6f injury to himself 
or to others and all other means of decreasing this behavior 
have failed, wait for the behavior to occur and immediately 
present a punishing consequence. This may be a reprimand 
such as "stop", "no", or "sit down". Such a reprimand will 
be effective for some children in decreasing the dangerous 
behavior. However, teachers often make the mistake of . 
assuming that such a reprimand such as "stop", "no", or "sit 
down" will always work as a punishment. This is not true. 
Researchers have found that the more often teachers tell some 
children to "sit down" the more often they stand up. The only 
way to know if a reprimand is a punishment for a child is to 
present the reprimand and observe what happens to the behavior 
it' immediately follows. Does it stay the same, increase, or 
decrease? If the rate of behavior decreases, then we know that 
the reprimand is a punishment for that particular child. 

As a final resort, if all means of changing the dangerous 
behavior of a child have not succeeded then you must consistently 
present a stronger punishment to the child immediately following 
the behavior every time the behavior occurs„ 

Before using punishment, always give the 
child a warning. Then if the behavior 
continues present in a firm, calm, matter-
of-fact way what you hope will be a punish
ing consequence immediately following the 
behavior. Explain specifically to the •• 
child what behavior is being punished. 
"Stop that, Billy! We do not climb on 
furniture in this school." 

(21) 



You now kndw how to increase a behavior: 

If you wish to increase a behavior 
that is just being learned, 
CONSISTENTLY present a rewarding 
consequence immediately following 

the behavior EVERY TIME the behavior 
occurs 0 

If you wish to maintain a 
behavior that is already learned, 

OCCASIONALLY present a reward 
immediately following the behavior. 

You now also know how to decrease a behavior: 

If you wish to decrease a behavior, 
ELIMINATE the reward 

that is maintaining the behavior. 
(IGNORE the behavior) 

If you wish to quickly decrease 
a behavior, use the QUIET CHAIR 

to eliminate all rewarding consequences 
for a short period of time. 

If you wish to immediately decrease a 
a behavior that is dangerous to 

the child or to others, 
consistently present a 
PUNISHING CONSEQUENCE 

immediately following the behavior 
EVERY TIME the behavior occurs. 

REWARDING INCOMPATIBLE BEHAVIOR 

One of the most powerful means yet discovered to change 
behavior is to: 

li Decrease undesirable behavior, and 
2. At the same time, increase desirable behaviors that 

are incompatible with the undesirable behavior. 
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For example, you remember thnt Liz found it necessary to 
decrease Tommy's hitting and taking toys from other children,, 
To i decrease this behavior Liz made Tommy leave the children 
he was playing with and sit by himself on the quiat chair 
whenever he hit a child or took his toy, At the same time 
Liz was careful to increase Tommy's asking for toys, coop
erating, and sharing by immediately presenting a rewarding 
consequence, praise, whenever any of these behaviors occured. 
Liz did this for two reasons: 

1, Asking for toys, cooperating, and sharing are incompatible 
with hitting and taking toys. This is easy to understand. 
If a child is cooperating, he can't be hitting. One way 
of decreasing and stopping hitting is to increase coopei>-
ating0 

2, • Asking for toys, cooperating, and sharing are desirable 
behaviors that Liz wants to teach Tommy. 

Whenever you decease an undiserable behavior, 
at the same time increase desirable behaviors 
that are incompatible with the undesirable 
behavior. You can achieve this with most 

children by simply IGNORING those behaviors 
that you would like to decrease and PRAISING 
competing behaviors that you would like to 
increase. 

A powerful technique, similar to the one just mentioned, 
can be used when working with a group of children. It involves 
rewarding the behavior of children who are acting appropriately 
while at the same time ignoring those children in the group 
who are acting inappropriately. Suppose you are teaching a 
lesson around a table and you would like to increase the 
behavior of sitting in a chair and listenting. At the same 
time you want to decrease behavior such as leaving the area, 
inattention and playing around. What you can do is to stop 
your lesson briefly and say, "Oh! I really like the way 
Lupita and Johnny are sitting in their chairs and listening 
to the lesson." At the same time you ignore the other children 
who are not listening. In other words you are rewarding in
compatible behavior. The children will quickly learn that if 

they want your praise and attention they must sit quietly in 
their chairs and pay attention. You will find this far more 
effective than nagging them to pay attention. 
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EXERCISE 

Listed below are a number of undesirable behaviors. 
Think of a desirable behavior that is incompatible with 
each undesirable behavior. 

Undesirable Behaviors 
1. Yelling 

Whining 
Grabbing another child's 
toy-
Interrupting while another 
person is speaking 
Bunning in the classroom 
Spilling cereal 
Hitting 
Never participating in 
group activities 

2. 
3t 

5. 
6.  
7. 
8. 

Incompatible desirable 
behaviors 

1„ Speaking in a quiet voice 
2. 
3. 

4. 

5. 
6 .  
7. 
8. 

TEACHING NEW BEH/IVIOES 

One of the children in Liz's class is named Curt. When Curt 
entered Liz's class, he had never played with other children 
outdoors before. During Curt's first two days at school, he 
refused to play outdoors with other children and would re

enter the classroom. By observing Curt for these first two days, 
Liz found that he did not play with the other children at all 

outside. Liz wants all of the children in her class to play 
together outdoors. However, since Curt never played with other 
children outside, Liz could not simply increase this behavior 
by rewarding. Liz must therefore design an individualized 
program to teach Curt to play with other children in outdoor 
situations. Liz knows that there are many steps involved in 

learning to play with other children and that when we teach any 
new behavior we must start where the child currently is and 
teach the new behavior a single step at a time. 

For Curt the first step is to stay outdoors and not run 
back into the classroom. *'or the first two days of the program 
Liz consistently conies over and talks with Curt when he is outside. 

By the end if two days Liz observes that Curt no longer runs back 
into the classroom and is spending most of his time either watch
ing the other children or playing by himself outdoors. 
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CURT 

BEHAVIOR ' running back into the classroom 

CONSEQUENCE 
! 
! ignored by Liz 

EFFECT ON 
BEHAVIOR 

| decrease in behavior 

BEHAVIOR ' staving outdoors 

CONSEQUENCE 1 attention from Liz 

EFFECT ON 
BEHAVIOR 

i 

; increase in behavior 

The next step for Curt is to play by himself outdoors 
near other children,, During the next few days of the program, 
Liz only attends to Curt when he is playing by himself near 
other children. By the afternoon Curt is beginning to play 
closer to the others. 

CURT 

BEHAVIOR ! playing by himself far from other children 

CONSEQUENCE : ignored by Liz 

EFFECT ON 
BEHAVIOR 

1 
; decrease in behavior 

• 

BEHAVIOR playing by himself near other children 

CONSEQUNCE attention from Liz 

EFFECT ON 
BEHAVE OR 

increase in behavior 

The next few days Liz teaches Curt to take another step 
by giving him attention on the playground only when he is 
playing together with other children„ 

After several days of attending to and praising Curt 
when he is playing together with other children, Liz observes 
that Curt now spends most of his time outdoors playing together 
with other children. 
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CURT 

BEHAVIOR 
i 
1 playing alone near other children 

CONSEQUENCE 
1 
i ignored by Liz 

EFFECT ON 
BEHAVIOR 

; decrease in behavior 

BEHAVIOR playing with other children outdoors 

CONSEQUENCE attention and praise from Liz 

EFFECT ON 
BEHAVIOR 

: increase in behavior 

TO TEACII A NEW BEHAVIOR BREAK IT DOWN INTO SMALL STEPS AND 
TEACII EACH STEP IN SUCCESSION. 

1. Find out whore the child's behavior currently is0 

2. Decide what you want to teach the child, that is, what 
you want the child to be doing when you've finished 

(determine a goal behavior), 

3. Break the learning down into small steps that start where 
the child's behavior currently is and nove toward where 
you want the child's behavior to go„ 

4. Give the child a reward immediately following each behavi 
that is a step closer to the goal. 

5. Give rewards only for those behaviors that are closer 
and closer to the goal. 

8. Continue to raise the criterion for the presentation of 
rewards until you reach the goal0 

It is important to recognize that most complex behaviors 
Are slowly learned as a series of small steps. *o learn 
effectively, the child must be rewarded following each step 
in the right direction. 
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C  A U T  I  O N  

s/ 
Reward only those behaviors that are closer 
and closer to the goal. If you were to con
tinue to reward the early steps the child would .. 
not move on to the next step. On the other hand, 
if you try to move too fast and take steps that 
are too large, you will not be likely to reach 
the goal behavior. 

The next section describes how to get new 
behaviors started using CUES. In many 
cases it is easier to start new behaviors 
by using CUES than by breaking do-.m the 
behavior into small steps. As a rule, 
therefore, you should try to start new 
behaviors using CUES and use the above 
mentioned technique only if that doesn't 
work. 

TEACHING NEW BEHAVIOBS—USING CUES 

Earlier we said that the single most important factor in 
learning a behavior is what happens following a behavior. We 
found that by using consequences effectively we could increase 
or decrease behaviors. 

Nov; we are going to look at what happens before a behavior 
occurs. Liz enters the room with a storybook and says, "Who 
would like to hear a story?" Jan answers, "I would like to 
hear a story," and Liz begins reading to her„ 

Jan's saying, "I would like to hear a story," was precee-
ded by Liz's saying, "Who would like to hear a story?" We 
call the event v/hich happens immediately before a behavior a 
CUE. 

JAN 

CUE ' Liz's askinpr who would like to hear a storv 

BEHAVIOR 
• 
asking to hoar a storv 

CONSEQUENCE hearinnr a storv read 

EFFECT ON , unspecified 
BEHAVIOR 

, unspecified 
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Here are some more examples of CUES: 

Larry sees a ball in the playroom. He picks it up and 
throws it, and it lands on the other side of the ro6m. 

LARRY 

CUE sees a ball 

BEHAVIOR picks up brail and throws it 

CONSEQUENCE lands on other side of room 

EFFECT ON 
unspecified 

BEHAVIOR 
unspecified 

Angela sees a group of girls jumping rope„ She runs 
up and asks if she can play too, arid then gets a turn jumping 
rope. 

ANGELA 

CUE children jumping rope 

BEHAVIOR asks to play 

CONSEQUENCE gets turn .iumping rope 

EFFECT ON 
; unspecified 

BEHAVIOR 
; unspecified 

EXERCISE 

Identify the CUE, BEHAVIOR, and IMMEDIATE CONSEQUENCE 
in the following examples, 

Carol sees a napkin on the floor, picks it up and throws 
it in the waste basket, Liz says to Carol, '.'My, you're neat," 

CAROL 

CUE < 

BEHAVIOR 1 

CONSEQUENCE 

EFFECT ON 1 . „. , 
BEHAVIOR unspecified 
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Liz tells Ed to "sit quietly," and when he is sitting 
quitly, Liz reads a story to him„ 

ED 

CUE 

BEHAVIOR 

CONSEQUENCE 

EFFECT ON i  . . .  .  
BEHAVIOR ! ^specified 

Liz flicks the light switch on and off and the children 
begin putting their play things away. Liz praises them when 
they are through. 

CLASS 

CUE 

BEHAVIOR 

CONSEQUENCE 

EFFECT ON j ... . 
BEHAVIOR ' UnsPeclfied 

If you identified the CUE in the first example as the 
napkin on the floor, the BEHAVIOR as picking up the napkin 
and throwing it away, and the IMMEDIATE CONSEQUENCE as Liz 
saying, "My, you're neat," you were correct. 

You were also correct if you identified the CUIS in the other 
examples as: Liz telling Ed to "sit quietly"and Liz flicking 
the lights on and off. 
BEHAVIORS in the other examples as sitting quietly and picking 
up and putting away play things. 
CONSEQUENCES in the other examples as: being read a story and 
praised by Liz. 

CUES ARE USED TO GET BEHAVIORS GOING. 

Often \yc can identify what the cues are for certain be
haviors, If we can identify the cues, then we can often start 
a behavior by presenting the appropriate cue. 
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For example, Liz would like David to wash his hands before 
he eats. She decides not to wait until David washes his hands 
on his own. Instead she presents a CUE: "David, please wash 
your hands." David washes his hands, and Liz lets him pass out 
cookies to the other children,, 

DAVID 

CUE ! "David please wash your hands." 

BEHAVIOR 1 washes hands 

CONSEQUENCE 
i 
! helps pass out cookies 

EFFECT ON | unspecified 
BEHAVIOR I 

Of course, if we want the behavior to increase, we 
must immediately follow'the occurrence of the behavior with 
a rewarding consequence,, 

As all teachers know, one of the most effective CUES 
is the behavior of other children and adults. 

PEOPLE OFTEN BEHAVE LIKE OTHER PEOPLE TIIEY SEE 

This is referred to as IMITATION. Studies have shown 
that both children and adults learn many behaviors by imi
tating another child or adult„ Liz is always careful in the 
way she behaves since she knows that the children often behave 
as she behaves. IMITATION is a good way of getting many 
complex behaviors started. Some teachers like to use this 
teaching technique in the form of a game: "Do as I do0" 
The teacher simply instructs the children to "Watch me closely 
and see if you can do as I do. I will do it first and then I 
want you to try to do it when I am through." The teacher then 
performs the behavior she wants the children to imitate. If 
the children imitate her she immediately rewards them. 

Many things can bo taught by using IMITATION. IIow many 
things can you think of? 

Another common CUE used by many teachers is the stating 
of a RULE. If you want to establish rules you should: 

State the rule in a POSITIVE manner. 
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A rule should tell the child how he is to behave, 
not suggest ways of misbehaving. 

Keep the rule short, specific, and to the point. 

Limit the number of rules to three or four. For 
young children a small number of rules works better 
than a largo number, 

Always reward behavior that "follow the rules." 
A mile will more likely be followed if it is rewarding 
than if it is not. Reward children that are "following 
the rule" andannounce to the class why they are receiving 
the reward. ("Janet remembered the rule; we always 
raise our hand if we want to speak during storytime; 
Janet you can help me turn the pages of the book.") 

Gradually reduce the number of times that you state 
the rule and contimie to rev.ard behaviors that "fol
low the rule." Try to reach the point where you 
only occasionally reward the behavior without having 
to state the rule. 

You have now finished reading about many of the basic 
social learning principles and techniques. It is hoped that you 
not only read about these techniques but that you also put 
them into action. If you CONSISTENTLY apply these techniques 
to your own classroom you and the children you are with will 
be pleased with the results. 

Now test yourself to see how much you have learned. Answer 
the following questions. You will find the answers at the end 
of the test. 

1. Behavior is influenced most by 
a.) one's heridity 
b.) its immediate consequences 
c.) the unconscious 

2. There are two kinds of behavior consequences 
a.) rewarding and punishing 
b.) objective and subjective 
c.) physical and verbal 
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3. In order to have the most effect on behavior, consequences 
must be 
a . ) rewarding 
b . )  punishing 
c.) immediate 

4. A rewarding consequence the rate of behavior 
it immediately follows. 
ai) increases 
bo) decreases 
Co) has no effect on 

5. If you wish to increase a behavior that is just being learned 
give a reward immediately following the behavior the 
behavior occurs. 
a.) occasionally after 
b^) every time 
c,) every other time 

6. If you wish to maintain a behavior that is already learned 
give a reward immediately following the behavior the 
behavior occurs. 
a.) occassionally after 
b.) every time 
c.) every other 

7. If you wish to decrease a behavior, the rewarding 
consequences that are maintaining the behavior. 
a.) gradually decrease 
b.) increase 
c.) eliminate completely 

8. If you wish to quickly decrease a behavior, use to 
eliminate all rewarding consequences. 
a.) ignoring the child 
bo) a slap on the hand 
c.) the quiet chair 

9. A decreases the rate of behavior it immediately 
follows. 
a.) rewarding consequence 
b.) punishing consequence 
c.) loving hug 
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10. Which of the following are reasons to only rarely use 
punishment? 
a.) Punishment often causes children to become anxious, 
bi) Children tend to avoid those who use punishment a lot. 
c.) You are only teaching a child what not to do when 

punishment is used. It doesn't teach him what you 
would like him to be doing. 

d.) All of the above are true. 

11. If you wish to immediately decrease a behavior that is 
dangerous to the child or to others, consistently 
the behavior immediately every time it occurs. 
a.) ignore 
b.) punish 
c.) reward 

12. One of the most powerful means yet discovered to change 
behavior is to decrease undesirable behaviors, and at the 
same time increase desirable bonaviors that are _________ 
with the undesirable behavior. 
a.) incompatible 
b.) compatible 
c.) consistent 

13. The following are steps to teaching a new behavior but they 
are in the wrong order. Put them in the right sequence. 
a.) Present rewarding consequences immediat ly following 

each behavior that is a step closer to the goal. 
b.) Decide what j'ou want to teach the child, i.e., decide 

upon a goal. 
c.) Determine where the child's behavior currently is. 
d.) Continue to raise the criterion for the presentation of 

rewards until you reach the goal. 
e.) Break the learning down into small steps that start 

where the child's behavior currently is and move toward 
where you want the child's behavior to go. 

f . )  Only present rewards for those behaviors that are 
closer and closer to the goal behavior. 

14. An event occurring immediately before a behavior is called 
a' . 
a.lconsequence 
b.) verbal reward 
c.) cue 

15. Cues are most often used to behaviors. 
a0) start 
b.) decrease 
c.) remember 
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ANSWERS: If you did not answer the question correctly go 
back to the page that explains the concept and reread it 
carefully. 

1. b p. 2 
2. (a) P. 4 
3. (c) P. 5 
4. (a) P. 5 
5. jb) P. 9 
6. (a) P. 10 
7; (c) P. 15 
8. (c )  P. 15 
9. (b) P. 19 
10; (d) p. 19 
11. (b) P. 21 
12. (a) P. 22 
13. The correct order is c, b, e, a, ff d pp. 24-27 
14. (cj pp. 27-28 
15. (a) pp. 29-30 
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PROBLEM SOLVING 

The focus of this section will be on describing a general 
method on how to develop strategies for dealing with problem 
behavior in your classroom,, This chapter should give you some 
ideas on how to go about solving more problems on your own 
rather than relying strictly on outside help or just "putting 
up" with the problem. 

The first thing to realize is that having problems arise in 
your classroom is normal. It doesn't matter how good a teacher 
you are—you will always run into children with problem behavior. 
Sometimes teachers feel quite anxious or insecure about their 
ability as teachers whenever a child displays problem behavior 
in their classroom,, They sometimes have the idea that if they 
were a better teacher they wouldn't have problems. This simply 
isn't true. Often times children will have learned inappropri
ate behavior at home or from their peers which result in.prob
lems at school. 

PROBLEMS IN TIIE CLASSROOM ARE A N0ICIAL PART OF LIFE 

The second thing to remember is that it is possible to cope 
with most of these problems effectively. The remaining portion 
of this section will offer an outline as to how you can improve 
your problem solving skills. The general method presented here 
has been used successfully in a wide variety of situations such 
as advertising, psychotherapy, politics and labor-management 
problems to name a few. The method described here is specifi
cally designed to meet the needs of teachers. 

STEP I—Identifying the Problem 

For the most part identifying a behavior problem will not 
be difficult. You know you have a problem when a child is making 
life miserable for everyone he comes in contact with and you 
don't know how to change the behavior. However, there are times 
when you may have a problem that is not so easy to spot. Prob
lems that are quite often overlooked are: The child who 
rarely speaks; the child who rarely plays with other children 
and who mostly keeps to himself. The quiet, withdrawn child 
is often mistaken for the model pupil. One often hear teachers 
say: "Jeff, a problem? Why he's one of my best students. 
You never hear a peep from him. lie's so well behaved." 

Quite often teachers would like to have a whole class of 
Jeffs—no noise, no problems. ihe trouble is Jeff is failing 
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to learn how to get along with others and to communicate 
effectively. This could be a sddous handicap for him in later 
years. So remember: DO NOT OVERLOOK TIIE QUIET CHILD! 

In most cases a behavior is a problem if it: 
1» Occurs an excessive amount. For example, washing your 

hands at a rate of three times a day is not problem behavior. 
Washing your hands 50 times a day is a problem. Or for 
example, a child who only gets into fights a very few num
ber of times is not considered a problem,, However, fighting 
would be a problem if it happened 2 or 3 times a day. 

2. A behavior is a problem if it occurs too infrequently or 
not at all. For example, talking can be a problem if a 
child rarely talks or never talks at all. 

3. A behavior is a problem if it occurs at the wrong time or 
in the wrong place. For example, a child taking off his 
clothes for bedtime is not a problem. However, a child 
taking off his clothes on the playground can be a problan. 
Or a child running and playing outside during free play 
would not be considered a problem. However, a child run
ning and playing indoors during lesson is a problem. 

A behavior probably is a problem 
if it happens too frequently, 

too infrequently, 
or at the wrong time or place. 

Usually a good indicator of a problem situation is your 
own behavior and feelings. If you find yourself becoming upset 
or irritated with a child's behavior you more than likely have 
a problem. Use your own emotional reactions as a cue to recog
nizing a problem. 

i— ---I 

C A U T I 0 N | 

There are two reactions to a problem 
situation that you must try to avoid. 
One is acting on the first impulse. 
Chances are this "first impulse" will 
not be a good method of solving the 
problem. What often happens is that by 
acting on tb« first impulse or doing 
the first thing that comes into your 
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• head the problem will be even more difficult 
to deal witho 

The second reaction to avoid is that of 
doing nothing at alio Sometimes we have 
the tendency to not deal at all with a 
problem and rathers,simply pretend we don't 
have one® Sometimes we run into problems 
we feel we can't do anything about so we 
don't do anythingo What ever the reason 
DO SOMETHING ABOUT THE PROBLEM SITUATION„ 

Most teachers consider the following behaviors to be a 
problem: 

Over aggressiveness (hitting, fighting, taking other children's 
toys) 

Little or no speech (child rarely talks) 
Excessive withdrawing (child never plays with others; keeps only 

Soiling (rarely or never uses the bathroom) 
Excessively loud and noisy speech 
Overly dependent on teacher (child acts helpless, clings to the 

teacher, rarely does anything for himself) 
Overly active (child in constant motion—can't sit still, always 

fidgidty) 
Poor attention skills ( child rarely listens or watches what's 

going on for more than a few minutes) 
Lack of perserverance (child rarely completes a task or rarely 

plays with something for more than a few minutes) 
Learning problem (child has trouble learning academic related 

material, e„g0, can'b seem to learn colors, shapes, 
number concepts, etc0) 

Excessive crying and whining (reacts to minimum amount of 
frustration or attempts to gain teacher's attention 
with crying and whining) 

Constantly being picked on and teased by peers 

This is a rather limited list of problem behaviorso What 
problems can you add to it? What problems are you currently 

In identifying problems get into the 
practice of watching your children more 
closelyo Find out as well as you can 
what is really occuringo Also try to spot 
a problem when it is just beginning and 
try to do something about it before the 
problem worsens0 

to himself)® 
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having in your classroom? 

STEP IIo Defining the Problem and the Goals 

After you have spotted a problem hehavior in your class r> 
room and feel puzzled as to how to handle it the next step is 
to have a meeting with the rest of the staff- The first order 
of business is to SPECIFY and PINPOINT the problem behavior0 
The problem should be defined in terms of OBSERVABLE behavior,. 
Vague and ambiguous terms should be avoided,, For example, 
"Johnny gets over-emotional when his toys are taken away5" 
is rather vagueo What does "getting over-emotional" mean? 
It is better to stick to the specific observable problem,, 
Thus, it would be better to say, "Johnny cries and screams 
whenever his toys are taken away0" 

State the problem so specifically 
that everyone knows 

exactly what you 
are talking about. 

When yoii are defining the problem it is important to know the speci
fics ofjihe behavior. That is, it is important to know how 
often the behavior occurs and under what circumstances or sit
uations it occurso This often requires some very simple record 
keeping for a few days,, You might carry a small index card 
around with you and keep track of how often the. problem behavior 
occurso For example: 

Name: Billy 
Behavior: hitting others 
Date ''Frequency. ; Time Rate 

j Interval. . .. . 

7A/72 I ; 8:304u00 ,8 per hour 
7/6 THI i 8:30-U:C0 o75 per hour 
7/8 THI II j 8:30-U:00 085 per hour 

•H-See page U3 for 
discussion of RATE 
of behavior. 

It would also be very helpful to know what are the CUES 
and CONSEQUENCES of the behavior0 For example, in observing 
Billy's hitting problem we observe that he only hits when another 
child calls him a "name" like "fatty"® In this case the name 
calling would be the CUE proceeding Billy's hitting0 We also 
want to find out the consequence of the behavior so we observe 
the consequence of his hitting to be that the victim is silenced 
and often crys0 
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In defining a problem specify it in detail 
Stick only to behavior you can see0 Don't 
try to guess what's going on inside the 
child's heado Also,, find out where the 
problem behavior is at: Find out the 
RATE of the behavior, it£ CUE and its 
CONSEQUENCE,, This- information will be 
of great value in developing the problem 
solving plan0 

After the problem is clearly defined to everyone's satis
faction the next step is to determine the goal of our action,, 
What is it we want the child to be doing? Mhat do we want to 
teach the child to do in place of the problem behavior? 
Eliminating the problem behavior is only half the battle. The 
other half is teaching appropriate behavior to take the place 
of the inappropriate behavior. 

If you don't have a goal, you don't know 
where you want to go. If you don't know 
where you want to go, you probably will 
not get to a place you would like to ben 

In selecting a behavior goal you must also be SPECIFIC. 
The objective must be specified clearly and in detail*, A 
simple way to do this is by asking yourself three questions: 

What behavior do I want the child to perform in place 
of the problem behavior? 

In what SETTING do I want the behavior to occur? 
How well, or to wi^at CRITERION, do I want the behavior 

to be performed? 

When you describe a behavior, it should be OBSERVABLE, 
MEASURABLE, and CLEARLY SPECIFIED,, 

EXERCISE 
Below are several goals0 Read each goal and determine if 

1. It is a complete goal, that is, the SETTING, BEHAVIOR, and 
CRITERION axe specified clearly and in detail 

2. The SETTING is not specified 
3. The BEHAVIOR is not specified 
k* The CRITERION is not specified 
So More than one part is not specified or is vaguely stated 
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Sample goal: When asked by the teacher to put away the toys 
he-fe playing with, the child will begin to put the toys away 
immediately and complete the task within five minutes„ 

SETTING: When asked by the teacher to put away the toys he 
is playing with, the child will begin to 

BEHAVIOR: put the toys away 
CRITERION: immediately and complete the task within 5 minuteso 

This goal is an example of #1 „ 

Ao During play time the child will play<> 

SETTING: 

BEHAVIOR: 

CRITERION: 

This goal is an example of # 

B. When the child arrives at school in the morning, he will 
hang up his coat on the proper hook before he starts to 
play. 

SETTING: 

BEHAVIOR: 

CRITERION: 

This goal is an example of # „ 

Co During storytime the child will listen0 

SETTING: 

BEHAVIOR: 

CRITERION: 

This goal is an example of // 0 
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D. The child will say "please" and "thank you" in a normal 
voice. 

SETTING: 

BEHA.VIQR: 

CRITERION: 

This goal is an example of # . 

Eo During song time the child will learn to appreciate music. 

SETTING: 

BEHA.VIGR : 

CRITERION s 

This goal is an example of # 0 

Fo The child will look at a book for at least five minutes. 

SETTING: 

BE HA.VI OR: 

CRITERION: 

This goal is an example of jf . 

2-ii '$"3 'g-a *1.-9 'tf-V :sa©Msuv 
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STEP III, Brainstorming 

Once you have described the problem behavior in specific 
detail and established a clear goal the next step is to come 
up with a list of alternatives or strategies as to how you 
are to achieve the goals. 

When proceeding with this step certain guidelines should 
be observed. They are: 

1, V/ithold all criticism of ideas to a later time. The idea 
is that most people are more likely to offer a greater 
number of ideas if their ideas are not critisized, 

2, Encourage "free-wheeling" thinking. Try to let your 
imagination go while sticking to the point. Put forth 
even your more far out ideas^ It's easier to tame down 
an idea than to think one up, 

3, Try to generate as many ideas as you can. At this stage 
the emphasis should be on the quantity rather than qual
ity of the ideas, 

4, Try to combine already stated ideas or try to improve on 
them. 

Try to generate ideas and strategies 
based on social learning principles 
and fjrora your own experiences. 

Remember the focus of this step should 
be on generating as many ideas as possible 
on how to eleminate the problem behavior 
and replace it with the incompatible 
goal behavior. 

In stating ideas try to phrase them in 
terns of specific actions. Try to pin
point exactly the steps needed to carry 
out the plan. Avoid using vague terms 
and ideas. 

STEP IV, Decision Making 

After you have generated as many ideas as you can and 
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combined and improved them to the best of your ability you 
are now in the position to make a decision as to what plan 
to follow* 

The first step in making a decision is to look over your 
list of possible strategies and eliminate the obvious bad 
ones. This can be done by identifying one or more highly 
likely and extremely NEGATIVE consequences of the plan. 

Nextj try to predict the consequences of each plan 
if it were actually carried out. A good framework to help 
you make predictions is that of the social learning princi
ples previously mentioned,, By now you may have a much 
better idea of what factors increase a behavior and what 
things will decrease a behavior,, 

Another factor to consider in making a decision is the 
effort or cost it will take on you part to carry out the 
plane If the plan involves a great deal of time on your part 
to carry out, it might be wise to reject it for a less 
costly plan,, 

Another help in making a decision is to list all of the 
negative and positive aspects of the strategy and then 
weighing the two sides. 

Finally, once a decision has been reached as to what 
plan xvill bo followed, choose someone to take charge of 
making sure the plan gets carried out and to coordinate the 
actions of all those who are involved in the plan. This 
usually will be the teacher of the child who has the problem. 
It should be her responsibility to see to it that all aides, 
volunteers and other teachers who have contact with the child 
carry out the plan in a CONSISTENT manner. It only takes 
one person to foul up your plan so make sure EVERYONE is 
CONSISTENTLY carrying it out. 

STEP V. Is Your Plan Working? 

Once you have decided on a plan of action and have begun 
to consistently carry it out it is of vital importance to 
know whether or not it is working. The effectiveness of the 
plan must be EVALUATED. 

If you have specified your goals clearly and in detail 
then EVALUATION becomes quite simple,, To evaluate the 
effectiveness of your plan you simply observe the child to 
see if he is meeting the goal as a result of your teaching 
or at least heading in the direction of the goal. Thus, 
you know your plan is working if you observe the child to 
be meeting the criterion of the'goal or if the child is 
making progress toward the goal. 

If you observe the child's behavior to be going in 
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the opposite direction of the goal or simply at a standstill 
you know your plan must be modified. 

The most simple and efficient method of aiding your 
evaluation is to measure the RATE of the problem behavior 
AND the rate of the goal behavior. 

To determine the KATE of a behavior: 

1. Decide what behavior you are going to observe and the 
setting in which the behavior is to be observed. A 
child's rate of behavior will vary a great deal depend
ing on what setting he is in or what activity they are 
engaged in. For example, Freddy hits other children 6 
times in free play, 2 times in music, 0 times during 
story, and 4 times in art. In order to get a true picture 
of the rate°fFreddy's hitting over time, you would have 
to record his behavior during one of those settings, 
like free play, and only record him during this time. 

2. Observe and count the behavior when it occurs. You can 
do this by putting a mark on a pice of paper or a small 
index card every time the behavior occurs. 

3. Keep track of the number of minutes during which you 
observe and count the behavior. All you need for this 
is a watch. Just record when you begin observing and 
when you stop. Try to keep the amount of time you 
observe each day fairly constant. Ten to twenty 
minutes a day usually is enough. 

4. To determine the HATE of the behavior devide the number 
of behaviors that you counted by the number of minutes 
you spent observing. 

Number of behaviors _ pER MINUTE 

Number of minutes 

If you keep track of the rate of the problem behavior 
and the goal behavior for a number of days you can get 
a pretty clear picture of whether the behaviors are 
increasing or decreasing in rate. You may even want to 
GRAPH the RATE of the behavior. 

The graph might look like this: 

Hate per 
minute 

.4 
o 3 
.2 
. 1  
0 

Child: Freddy 
"ft 

^ Behavior: hitting 
\ Teacher: Liz 
*— 

...1.2 3 4 5 6 7 8 

Observation days 

w 



Just a quick glance at the graph will tell you that Freddy's 
rate of hitting is decreasing and that the plan is working0 

If after looking at the records you find the plan is not 
working it will be necessary for you and the rest of the staff 
to discuss the problem again,, Try to find out what exactly it 
is about the plan that is not working and make changes0 

SUMMARY 

1o Learn to recognize problem situations.. 

20 Inhibit the tendency to respond either on the first "impulse" 
or to "do nothing"o 

3o Specify the problem behavior in detail. Avoid using vague 
termso 

Uo Find out were the behavior is ato Determine the rate of 
the behavioro 

5. Specify the goal behavior (that behavior which is incom
patible with the problem behavior) in detail. 

60 Come up with a list of possible solutions to the problem 
(plans)o 
a„) Withold crticism of the ideas„ 
bo) Encourage "free-wheeling" brainstorming0 
Co) Emphasize quantity of ideas rather than quality,, 
do) Combine and improve on already stated ideas0 
e0) State ideas in terms of specific actions0 

7o Roughly screen list of plans« Eliminate obvious bad ones0 

80 Try to predict the consequence of the plan based on social 
learning principles, predict amount of cost and effort of 
planp list positive and negative aspects of plan and make 
a decision on what plan to use® 

9. Evaluate your plan by keeping track of rate of behavior0 

10o Modify plan if necessaryo 



APPENDIX D 

TOPICS COVERED IN THE TRAINING MANUAL 

I. Introduction 

A. Purpose and objective of the manual 
B. Instructions in use of the manual 
C. Definition of social learning 
D. Discussion of relationship of behavior and environment 
E. Explanation of behavioral consequences 

II. Increasing Behavior—Rewarding Consequences 

A. Definition of rewarding consequences 
B. Effect of rewards on behavior 
C. Types of reward 
D. Effective and ineffective implementation of rewards 
E. Answers to common objections to using rewards 

III. Decreasing Behavior 

A. Ignoring inappropriate behavior and rewarding incompatible 
behavior 

B. Quiet chair and time out techniques 
C. Undesirable aspects of physical and verbal punishment 

IV. Teaching New Behaviors 

A. Shaping techniques 
B. Effective use of cues 
C. Modeling new behavior 
D. Use of rules 

V. Problem Solving 

A. General orientation of set regarding problems 
B. Problem definition and goal formation 
C. Generating alternative strategies for solving problems 
D. Decision making 
E. Verification—assessment of strategy 
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