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ABSTRACT 

This field study explored the effects of a specially de

signed training model on the frequency of adult verbal praise in 

the classroom. It was conducted as a part of a larger federally 

funded project known as Bicultural Socialization: A Group 

Process Approach to Bilingual Instruction. 

An experimental analysis of behavior was utilized to as

sess the effects of three training interventions. Observational 

data on the rates of adult verbal praise for each of the ten 

subjects were obtained in classrooms. Recording was done at 

various times during the school day. Rates were recorded in 

five-minute intervals and later converted to hourly means for 

each teacher, each aide, and for both groups across each trial. 

Group means were used to average the hourly across trial means 

for teachers and aides as one group. The differences between 

conditions were calculated for each group and expressed both as 

a mean difference and percent difference in scores. 

The study consisted of two phases that spanned an eight-

month period. During Phase 1 baseline data of verbal praise 

rates were obtained before training was begun. In Phase 2, the 

experimental phase, the training procedures were implemented. 

They consisted of (1) a workshop for site coordinators and a 

xi 
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booklet on behavioral teaching which was read by teachers and 

aides; (2) a one-day behavior management workshop for all those 

involved in the project; and (3) a videotaped micro-teaching pro

cedure for the teachers with the aides observing. 

The subjects were five primary teachers who had been 

asked by their principals to participate in the project. Their 

five classroom aides made up the second group of subjects. 

Both groups of subjects showed a gain in rate of verbal 

praise after all training. Teacher gains were slight but there 

were substantial increases for the aides. Three individual 

teachers actually declined from pre- to post-training, while all 

aides' praise rates increased. Both groups increased in rate of 

praise after each of the first two training interventions, but 

declined after the final training procedure. The teachers1 de

cline in frequency of praise was substantial. The aides' decline 

was so slight that the mean essentially remained unchanged. The 

data indicate decay of the verbal praise rate in those periods 

furthest removed from the training interventions. In the second 

time segment after the workshop training, the teachers' and 

aides' rates declined dramatically. In the second time segment 

after the videotaped micro-teaching intervention, the teachers' 

rates continued to decline but the aides' rates increased from 

the previous period. 

Although the training procedures were not uniformly suc

cessful with all subjects, positive effects of the training model 
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appear to be indicated. The study revealed an instability in 

frequency of adult verbal praise after training. This instabil

ity needs more investigation in order to determine causal 

factors. 



CHAPTER 1 

INTRODUCTION 

The contributions of behavior modification methodology to 

the establishment of appropriate classroom behaviors have been 

repeatedly demonstrated in numerous investigations. A large body 

of field research has explored the value of teacher-dispensed 

positive social reinforcement. This form of reinforcement in

cludes (1) spoken or written words; (2) facial or body expres

sions; (3) closeness; and (4) touching. When these social, 

attention giving reinforcers are of a positive nature, they com

municate approval, pleasure, and gratitude. Research has demon

strated that such social reinforcement is a powerful technique 

for the establishment and maintenance of appropriate classroom 

behaviors. Kounin, Friesen, and Norton (1966) have suggested 

that these techniques could be taught to classroom teachers, and 

that inclusion of such training would strengthen teacher educa

tion programs. This is particularly true for the use of social 

reinforcement such as hugs, pats, smiles, praise, and nods. 

There is a set of accessible social reinforcement techniques 

available to teachers for (1) controlling the disruptive behav

iors of their students; (2) teaching appropriate behaviors and 

academic skills in any teaching-learning situation; and 
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(3) creating classrooms that are exciting as well as happy places 

to be. 

There is not, however, a set of data-supported procedures 

for training teachers in reinforcement techniques . The research 

literature typically does not specify the training procedures and 

many variations have been reported . There is a need for system

atic exploration of the effects of different training procedures 

on adult-dispensed social reinforcement. With knowledge of the 

value of these procedures, the trainer will be in a better posi

tion to make prudent decisions when working with classroom 

teachers and aides. 

There are, of course, other variables involved in the 

design of training. Even with an efficient training model the 

researcher working in the public school may find his efforts 

hampered by the unexpected problems encountered within the 

school. While some researchers may rely on briefings from col

leagues or friends within the system, such contacts will not al

ways be available. Suggestions for those who would attempt to 

train successfully in the public school are necessary. Guide

lines are needed which enumerate potential problems, specifying 

ways to contact school personnel, and which describe procedures 

on how to enlist the assistance of administrators and teachers. 

Fields workers must begin to assemble this information. 

Finally there is need to develop predictive measures of 

competent behavioral teachers. Little is known about the 
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characteristics of successful teachers using behavioral tech

niques. Such variables as age and number of years teaching ex

perience might prove useful in selecting teachers for behavioral 

training. A sound training model, knowledge of how to work in a 

school setting, and predictive information about the teaching 

staff will enable the behavioral engineer to offer valuable as

sistance to those within the school system. 

Purpose of the Study 

This study was designed to explore systematically certain 

variables that affect the acquisition of social reinforcement 

(verbal praise) practices of teachers and aides in the classroom. 

Its purpose is to provide data and recommendations on how educa

tors learn to increase their rates of verbal praise. 

An important adjunct to training are the suggestions for 

those uninitiated who would enter into the public school system. 

Similar guidelines from others who work within the system would 

possibly eliminate repeated errors made so often by the novice 

who enters the system unprepared. The suggestions found within 

this paper are drawn partially from the investigator's field 

experience working with administrators in their schools and 

teachers in their classrooms. They are essentially an outgrowth 

of this specific study and the problems that occurred during the 

time the experiment was conducted. 
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Introduction to the Problem 

The problems in public education have been proclaimed 

from the floor of the United States Senate (Ribicoff 1970) as 

well as from the pens of former educators (Holt 1964, Kozol 

1967), physicians (Glasser 1969), social critics (Goodman 1960, 

1964), and others (Silberman 1970). Hilgard (1970, p. vii) 

stated, "No more important social problem exists today than im

proving the teaching and learning in the schools." 

Although some of the problems to be found in the American 

educational system are reflections of problems to be found in the 

larger society, the educational institutions can be held respon

sible for their contributions to the crisis. Lembo (1971, p. 7) 

stated, "... the basic cause for failure to succeed in school 

is the schooling process itself. Students do not enter school as 

failures; when students 'fail' it is the practices which teachers 

and administrators individually and collectively employ that are 

at fault." In agreement, Skinner (1968) noted that education can 

be improved only by improving the quality of teaching. 

Critics, from the romanticists to the behaviorists, seem

ingly disagree on how to improve the educational system. Both 

groups are interested in the human aspect of the curriculum. 

They seek to design an educational system that will fit the needs 

of the students within the system. 

There are two main components of concern in this educa

tional problem. The first, dealing with what Skinner (1968) 
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labeled the visible program, is the academic component. Educa

tors lack the skills to help each pupil achieve academic success 

commensurate with his ability. The second part, dealing with 

social skills and sometimes called the invisible program (Skinner 

1968), has been largely ignored by educators. Generally, the 

profession has not been successful in motivating children, build

ing positive attitudes toward learning and teaching, and main

taining proper social behaviors in school. 

Only when educators take responsibility for this "in

visible" program can the "visible" academic component be success

fully taught. For it is this "invisible" or hidden program that 

teaches the supportive skills that enable children to attend to 

instruction, be interested in reading, or, in short, be predis

posed for academic skill acquisition. 

Background of the Problem 

To understand fully the nature of the educational crisis 

and its relationship to behavior modification technology, it is 

important to look at the ways that most educators have tradi

tionally attempted to resolve the problem. The behavioral ap

proach is then examined as an alternative to the more traditional 

ways. 

The Conventional Approach 

Educators are aware of the problems and the need for 

change within the public school system. Innovative applications 

and procedures are popular in the teaching community. Teachers 
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are constantly searching for new ways of working with children 

that will help children attain the most from the educational 

process. Generally, innovations have centered around improvement 

in the curriculum, more modern building facilities, better equip

ment, more flexible grouping, larger teaching staffs, and smaller 

class loads. While these measures may have provided some relief 

to school problems and actual improvement in instruction, they 

have not solved the central problem of the crisis in education. 

While the attachment of these popular supplements may have ob

scured the holes in the educational fabric they in fact have 

circumvented the real problem: the failure to delineate the 

teaching-learning process. Specifically, the relationship be

tween observable behavioral events and environmental conditions 

has not been defined. Thus, school environments that utilize 

the full potential of all children have not been created. 

Underlying this failure is the belief of many educators 

that behavior is determined by inferred internal conditions such 

as lack of drive, perceptual disability, or clinically inferred 

brain damage. To rely on such hypothetical internal variables 

and processes is to place the blame for failure to meet educa

tional requirements solely on the child. Such comments as "he's 

lazy," "he's stupid," or "he's emotionally disturbed" are fre

quently made by teachers about their pupils. Thus, the predom

inant belief is that children will learn in school if their 

intrinsic motivations are adequate, if they have adequate 



7 

intellectual ability and all other internal processes are operat

ing adequately. Educators who structure curricula within the 

confines of this conventional and popular view overlook the pow

erful environmental factors that stimulate learning and place the 

responsibility for teaching on everyone within the school 

setting. 

The Behavioral Approach 

Behavior modification is a method for arranging environ

mental conditions and assessing their influence in changing be

havior. Developed from principles of operant learning and 

research practice, behavior modification attempts to designate 

major aspects of cause and effect in behavior-environment inter

actions. Modeling, cueing, and reinforcement techniques comprise 

the basic application components of behavior modification. 

Although unsystematic plans to modify behavior are used 

in classrooms daily, articulated procedures are relatively new in 

education. B. F. Skinner (1968), one of the first to describe 

the application of behavior modification techniques to the educa

tion system, defined teaching as a situation in which the teacher 

arranges the contingencies of reinforcement to expedite learning 

by the child. "Few educators are aware of the extent to which 

human behavior is being examined in arrangements of this sort, 

but a true technology of teaching is imminent. This technology 

is beginning to suggest alternatives to the traditional teaching 

practices that have caused so much trouble (Skinner 1968, p. 17)." 



8 

Today, those who are combining behavior modification and educa

tion would agree that the technology of teaching is no longer 

imminent: It is here. 

A small minority of psychologists comprise the behavioral 

analysis group. This group, according to Bijou (1970), offers 

education a set of concepts and principles derived exclusively 

from experimental research, a methodology for applying these con

cepts and principles directly related to teaching practices, a 

research design which deals with changes in individual children 

(rather than inferring them from group averages), and a philoso

phy of science which insists on observable accounts of the rela

tionships between individual behavior and its determining 

consequences. 

Skinner's theories, as communicated by the behavioral 

analysis group, is a growing influence in education. Sources of 

academic failure are increasingly sought in the contingencies of 

reinforcement functioning in the learning environments of chil

dren (Bijou 1963). Motivation is being analyzed in behavioral 

terms, and systematic application of behavior principles is pro

posed as a powerful tool for teachers (Whelan and Norris 1965). 

Application of Behavior Techniques. Three major classes 

of teacher behavior comprise the basic components of behavior 

modification. 

Modeling: showing the learner what behaviors are appropriate. 

Cueing: alerting the learner to what is appropriate. 
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Reinforcing: rewarding or punishing the behaviors that have 

occurred. 

Behavior modification has often been thought of only in 

reinforcement terms. While reinforcement techniques have an im

portant role, their application alone will not insure success. 

The use of reinforcement in isolation demands that teachers wait 

for specific behaviors to occur. To be successful, teachers can

not wait, but must model and cue behaviors or approximations of 

appropriate behaviors. The modeling and cueing components of 

teaching can be thought of as the instructing components of be

havior modification while reinforcement insures continuation or 

extinction of specific behaviors. The use of both components 

gives teachers skills to arrange environments so that specific 

behaviors can occur and be reinforced. 

Applications of behavior modification emphasize the use 

of positive reinforcement either with tangible reinforcers (e.g., 

toys, trinkets, food) or social reinforcers (e.g., praise, hugs, 

smiles, privileges). The typical classroom environment lends 

itself more to the use of the latter, for social reinforcement 

is a powerful tool that can be dispensed immediately with little 

effort to large groups of children. Social reinforcers are al

ways available to the classroom teacher; they are quickly and 

easily dispensed, require no space for storage or time record 

keeping and do not get lost or mislaid. 
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Implications for Education. Fargo, Behrns, and Nolen 

1970, p. 88) stated: "... there is a rapidly expanding inter

est on assessing behavior modification as a design for teaching." 

While behavior modification can add to the education process by 

the amelioration of behavior problems (and with that a decrease 

in the present reliance on aversive controls), it also offers an 

opportunity for increased individualization of the "visible" cur

ricula and experience for children in the school environment. 

However, to achieve this goal, the teacher must be aware of the 

academic strengths and weaknesses of each child. She must take 

her cues from the child's behavior as to which skills need in

creasing. Thus, she individualizes learning experiences for the 

child by differentially reinforcing for successive approximations 

to the target skills. The teacher's role, then, includes in

structional programming; scheduling the formal academic subjects 

in such a way that each child progresses at approximately his own 

pace and with minimum frustration or aversive consequences. 

Behavior modification can add substance to the somewhat 

ill-defined teaching and learning process. It gives the teacher 

principles with which she can use existing resources more effi

ciently. "It does not, however, remove the need for sensitive 

assessment of an individual's experience in a particular situa

tion . . . [or] concern with all aspects of his development 

(Scott, Burton, and Yaraow 1967, p. 62)." 

Bijou (1970) foresaw changes in American education with 

the implementation of behavior modification techniques into the 
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teaching process. He believed that teachers will find new satis

faction in teaching because they will be able to see concretely 

the progress of each child, know what each child is doing and why 

he is doing it. Secondly, the adoption of such techniques will 

provide a common basis for the discussion of problems for those 

working within the school environment—the principal, psycholo

gist, teachers, counselors, and school social workers. Bijou 

(1968, p. 9), projecting a time when behavioral techniques are 

used by many teachers in their classrooms, foresee the following 

consequences: 

Thus with the behavior of the child as the ultimate 
indication of a teacher's effectiveness, the teacher 
takes full responsibility for the progress of the child. 
She cannot lean on hypothetical entities to explain the 
child's behavior or excuse his failure to learn. She 
must, instead, look toward environmental stimuli and the 
principles of behavior analysis for solutions to diffi
cult problems. 

Patterson, Shaw, and Ebner (1969, p. 15) urged the adop

tion of behavior modification as a way to save education from 

disaster: 

In many respects the classroom is a barren wasteland 
when one compares it to other normally reinforcing inter
actions. Most of the reinforcers in the system are high
ly formalized, such as grades and test scores. The 
control of social behavior is achieved more as a function 
of threat or applied aversive consequences than by posi
tive social reinforcers. In such a social system, the 
child who lacks the requisite social academic skills will 
be unable to obtain his share of what little is avail
able, and may very likely acquire deviant and disruptive 
behaviors whose function is to coerce the social environ
ment into responding. 
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Behavior modification, as a design for teaching, is 

available for those educators who recognize, explore, and imple

ment it. This design, based on the concepts and principles de

rived from experimental analysis of behavior, offers educators 

articulated procedures as tools to develop and stimulate learn

ing. Hopefully, educators who adopt this approach will be aware 

when a goal has been accomplished and when it has not, where 

principles hold and where they do not, and where development is 

still necessary. The traditional and conventional descriptions 

of the internal states of children which defy precise definition 

(ego, effects, energies, unconscious, etc.) will be replaced by 

evaluation of the total social situation. As contingency manag

ers these educators, will be assuming responsibility for the be

havior of children in school environments. Ofiesh (1970, p. 12) 

wrote, "The primary concern of teachers must always remain the 

learning of students—the modifying of their behaviors." 

Statement of the Problem 

The central problem of this study was to design and 

assess the effect of a teacher training model on the frequency 

of adult verbal praise, such assessment to be based on frequen

cies of teacher and aide praise in the classroom. 

Definitions of Terms 

Baseline: The period before experimental conditions are 

affected. 
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Behavior Modification: The application of operant learn

ing theory to human behavior. 

Cueing: Providing discriminative stimuli in order to 

elicit specific behaviors. 

Experimental Conditions: The arrangement under which ex

perimental variables are applied. 

Reinforcement: The strengthening or weakening of observ

able behaviors by consequences that occur after the behavior 

occurs. 

Positive Reinforcement: "... the presentation of a 

positive reinforcer contingent upon a response is called positive 

reinforcement (Krumboltz and Goodwin 1966, p. 14)." 

Positive Social Reinforcement: Events which are dis

pensed through social stimuli of positive attention such as hugs, 

pats, winks, words, and smiles. 

Positive Verbal Reinforcement: Spoken words, or verbal 

stimuli, which strengthen the behavior they follow. 

Modeling: The demonstration or enactment of a given de

sired or undesired behavior. 

Inappropriate Behavior: Behaviors deemed not acceptable 

for the classroom. Generally decided by the classroom teachers, 

but administrators and parents have some decision making concern

ing the behaviors. In the classroom, the behaviors are usually 

disruptive: yelling, pushing, hitting, not following directions, 

doing nothing, sleeping, being tardy. 
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Limitations 

The following is a presentation of some of the weaknesses 

of the study which limit the generalizability of the findings: 

1. The sample of ten subjects was small; only five subjects 

in each group. Although experimental studies of this 

nature frequently use a small sample, this makes replica

tions under different conditions necessary in order to 

justify any generalizations. 

2. Field research implemented outside of the laboratory is 

difficult because of the strong effect of uncontrollable 

variables. It is recognized that the subjects in the 

naturalistic setting of this study cannot be isolated 

from the effects of the natural environment. The behav

ior of the subjects may be affected, for example, by con

versing with other subjects, enrolling in a university 

class, reading a book or article, or seeing a film. 

3. Data on student behaviors was not obtained. There is no 

evidence that the verbal praise recorded was contingent 

upon appropriate child behaviors. 

It is apparent that caution must be used in interpreting 

the results of this study as well as generalizing to other 

conditions. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

Educational research in behavior modification has moved 

from the treatment of the severely "disturbed" and/or mentally 

retarded child to populations of more typical children in public 

school settings. Early experiments, usually done in institution

al settings, have laid the foundation for the more complex 

school-based experiments. These school-related studies stimu

lated research in training teachers to use behavior modification 

techniques. This chapter will first review the research on chil

dren and will then focus on the research related to teacher 

training. 

Behavior Modification Research 

Maladaptive Behavior of 
Children Outside the 
Public School Setting 

The principles and technology of behavior modification 

have been applied to a broad spectrum of children's behavior. A 

large number of behavior modification case studies and research 

investigations with children have been reviewed by Gelfand and 

Hartmann (1968) and by Leff (1968). Early success in changing a 

15 
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child's behavior by utilizing systematic environmental contingen

cies was demonstrated by Ferster and Demyer (1965) with autistic 

children, and by Bijou (1965) teaching academic skills to retar

dates. Garvey and Hegrenes (1966) eliminated a student's fear of 

school by having him proceed through a series of graded steps be

ginning with the least anxiety-provoking stimulus and moving to 

the most powerful fear stimulus. A two-year follow-up showed no 

return of the school phobia. A school-phobia child was returned 

to school with the use of behavior modification (Patterson 1965). 

Sperling (1961) and Lazarus (1960) also used this treatment for a 

child who resisted school attendance. Other problem behaviors 

changed by behavior modification have been temper tantrums 

(Williams 1959); maladaptive behaviors in camp (Rickard and 

Dinoff 1965); enursis by Madsen (1965). A wide variety of rein-

forcers, both concrete and social, have been utilized in these 

studies. 

Nursery and Kindergarten 
Studies 

The same techniques have also been applied to young chil

dren within the school setting. Harris, Wolf, and Baer (1964) 

reviewed a series of field studies in which problem behaviors 

such as regressed crawling, crying and whining, isolate play, 

and excessive passivity, were shown to be under the control of 

adult-dispensed social stimuli. 

The research strategy was similar in all of these inves

tigations. After initial baseline observations, teacher 
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attention was systematically withdrawn from the problem behaviors, 

and made contingent upon an incompatible, desired behavior. When 

the desired behaviors had attained a frequent and steady rate, 

the contingency was reversed, with teacher attention contingent 

on the problem behavior only. After recovery of a high rate of 

the problem behavior, teacher attention was again made contingent 

on desired behaviors, and the problem behaviors decreased in fre

quency or were eliminated. The authors (Harris et al. 1964, 

p. 16) concluded that "... the findings in each case clearly 

indicated that for these children, adult attention was a strong 

positive reinforcer." 

The positively reinforcing effects of adult attention 

have been demonstrated in the elimination of aggressive behavior, 

with an attendant rise in cooperative play, of young children 

(Brown and Elliott 1965), and in the conditioning of manipulative 

skills, climbing and social play in brain injured pre-schoolers 

(Hall and Broden 1967). Both parents and teachers served as re

inforcing agents in these studies. 

The use of behavior modification techniques by a teacher 

in a kindergarten setting was highly successful in establishing 

speech in a selectively mute child, after direct intervention 

efforts by a speech therapist, a pediatrician, and a psychologist 

had failed over a two-year period (Brison 1966). 

Allen, Henke, Harris, Baer, and Reynolds (1967) studied a 

four-and-one-half year old boy, who, though possessing well-

developed social, intellectual, and motor skills, was unable to 
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remain with a given task for more than a minute at a time in a 

nursery school setting. With systematic use of adult-dispensed 

social reinforcement, the frequency of the child's activity 

changes were cut by more than half, and he eventually remained 

with one activity for twenty minutes or more. 

Behavior Modification in 
the Elementary Grades 

Zimmerman and Zimmerman (1962) reported one of the first 

cases of manipulation of social reinforcement contingencies in a 

classroom setting above the pre-school level. Unproductive 

classroom behavior was eliminated in two emotionally disturbed 

boys by removing positive social consequences for the inappro

priate behavior while adequate behavior was shaped and maintained 

by social reinforcers. Whelan and Haring (1970), Quay, Wherry, 

McQueen, and Sprague (1966), Dyer (1968), Vanderbeck (1968), 

Saudargas (1969), and Kennedy and Thompson (1967), all found be

havior modification techniques effective in eliminating inappro

priate behaviors in the classroom. Becker, Madsen, Arnold, and 

Thomas (1967) conducted a seminar for five volunteer teachers on 

the use of operant principles, specifically instructing them to 

(1) make explicit rules, (2) ignore undesired behaviors, unless a 

child was in danger of being hurt, and (3) to praise all desired 

behaviors. The object was to change the behavior of the teachers 

toward the whole class. Two children in each class were chosen 

as "barometers" to indicate the effectiveness of the changes. 
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The ten subjects all regularly engaged in disruptive behaviors, 

including restless moving about, tantrums, aggression, and talk

ing out. Teachers and subjects were observed daily,. The rate of 

undesired behaviors for the group dropped significantly from 62% 

during baseline to 29% during treatment. However, the technique 

was more successful with some teachers and children than with 

others. 

Hall, Lund, and Jackson (1968) increased the amount of 

study behavior for six children in a Kansas City poverty area 

school. After an initial two-week assessment of the studying 

rate, the reinforcement sessions, which made teacher attention 

contingent on studying, were initiated. During the treatment 

period, study rates increased sharply. Study rates dropped sud

denly when attention was withdrawn during the following reversal 

phase. When teacher attention for studying was re-introduced, 

studying markedly increased once again. The data that were re

corded at later dates supported the maintenance of studying 

behavior. 

The frequency of talking without permission during read

ing lessons was reduced and maintained at a low rate after the 

introduction of praise and specific privileges was contingent 

upon hand raising with two fifth grade classes of retarded read

ers (Vollrath and Clark 1971). 

Wasick, Sennk, Welsh, and Cooper (1969) reported effects 

of "attention" and "approval" on two second grade girls in a 
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demonstration school for culturally deprived children. Following 

initial observation, "desirable," "inappropriate," and "unaccept

able" behaviors for each of the two students were defined for 

reading and math lessons. Baseline measures indicated both 

teachers rarely and inconsistently reinforced desirable behaviors. 

After twenty-five days of making praise, attention, and teacher 

proximity contingent on on-task behaviors, both students signifi

cantly improved. 

The work of Becker et al. (1967) and Hall, Lund, and 

Jackson (1968) indicated that contingent teacher attention in the 

classroom can do much to eliminate behaviors which interfere with 

learning, and to increase desirable behaviors, without major 

changes in the school or home, and without any other form of 

therapy for the child. 

Madsen, Becker, and Thomas (1968, p. 139) reported on one 

of a series of studies "... aimed at demonstrating what the 

teacher can do to achieve a 'happier' and more effective class

room, through the systematic use of learning principles." Target 

behaviors of three children with existing behavior problems were 

recorded in two classes. Three conditions of teacher behavior 

were then introduced: (1) rules for good behavior were posted 

and reviewed several times daily, (2) teachers were instructed 

to ignore all inappropriate behaviors, unless a child was in 

danger of being hurt, and (3) teachers were to use copious praise 

for approximations to, and performance of, all appropriate 
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behaviors. Neither rules nor ignoring made any difference in the 

children's behavior, but inappropriate behavior decreased signif

icantly during approval conditions. 

The failure to find a lasting effect of rules alone has 

also been reported by Aylion and Azrin (1964). In the Madsen et 

al. (1968, p. 143) work, however, experimenter bias may have been 

introduced, since teachers were told not to expect dramatic 

changes with rules alone as "we all know that knowing the pro

hibitions does not always keep people from 'sin'." Rules and 

ignoring were continued during approval conditions and an uncon

trolled teacher variable, recognition of achievement, also was 

found to vary over conditions. Both teachers had difficulty in 

withholding attention consistently from undesired behaviors. 

The behavior of a teacher's aide was also thought to have influ

enced the results. 

Thomas, Becker, and Armstrong (1968) manipulated the ap

proval and disapproval dispensed by a teacher to twenty-eight 

upper-middle class primary-age children. Disruptive behavior by 

the children, at 8.7% during baseline, rose to 25.5% when teacher 

approval for appropriate behavior was withdrawn. When teacher 

disapproval was tripled, disruptive behavior rose to 31.2%, fall

ing to 13.2% when approval was reintroduced. Appropriate behav

ior rose during approval conditions and fell when approval was 

withdrawn. The change described occurred in about 75% of the 

children, with no change in about 5%, and with 20% showing 

changes opposite to those of the majority. 
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Summary 

The research on effects of adult social reinforcement 

leaves no doubt as to its validity with children. Adult social 

reinforcement has been a powerful tool in treating a wide range 

of behavioral deficits and eliminating maladaptive behaviors of 

children of nursery school age through the elementary grades. 

The research indicates that adults who work with children can be 

effective agents of change, not only in institutions as the early 

research indicates, but also in public school classrooms with 

larger populations of children. 

The systematic use of adult attention can establish and 

maintain appropriate and desirable behaviors without disruption 

of other desirable behaviors, already in the child's repertoire 

(Allen et al. 1967). As pointed out by Harris et al. (1964, 

p. 16), "Adult attention must be or become positively reinforcing 

to a child before it can be successfully used to help him achieve 

more desirable effective behaviors." Thomas et al. (1968) warned 

that when social reinforcement from the teacher is low, peer re

inforcement may gain in importance. 

The Madsen et al. (1969) and Thomas et al. (1968) studies 

lacked clarity in both procedures and results. However, they did 

indicate that social reinforcers dispensed by teachers are power

ful variables in controlling children's behavior. 

James Gallagher (1967) directed a number of studies in 

which behavior modification techniques were applied to improve 
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the education of "the culturally deprived." In a summary of one 

of his studies he (1967, p. 13) stated, "The results of the study 

would seem to indicate that these systematic reinforcement tech

niques used in the classroom by the classroom teacher or aide can 

have a significant role in changing behavior." 

The crisis in public education demands implementation of 

effective procedures for teaching and stimulating learning. The 

conventional structures are weak; the added desultory appendages 

have not appreciably strengthened the structure nor solved the 

problem of how to help children achieve their full academic and 

social potential in the school setting. Teachers have not been 

exposed to the skills necessary to help children become accessi

ble for learning. Baer (1969, p. 4) stated, "Schools of Educa

tion generally do not teach the principles and skills of behavior 

modification." The popular focus on the internal and heuristic 

coping devices has provided educators convenient excuses for 

their own teaching deficits. Because the social and academic 

behavior of children is much more a function of environmental 

events than previously recognized, teachers must assume more re

sponsibility than previously recognized. Teachers must become 

aware of their role as contingency managers. As educators develop 

appropriate management skills based on the relationship of observ

able environmental events and their consequences, the education 

system and ultimately the children will benefit. 



24 

Teacher Training in Behavior Modification 

Few teacher training institutions have required the study 

of behavior modification principles and techniques. In Delay and 

Magnitude of Reward for Achieving Objectives (Southwest Coopera

tive Educational Laboratory 1967, p. 2) it is stated "The Teacher 

has been given very little assistance in systematically applying 

learning principles to the on-going classroom situation, or in 

relating her behavior to specific techniques and procedures for 

increasing student motivation." Smith (1969, p. 69) concurred 

with a more general statement: "Almost all teachers are now 

prepared on programs that provide little or no training in teach

ing skills." He continued to state that teachers are not being 

trained to apply theoretical concepts, in particular, behavior 

modification concepts to the teaching-learning situation. 

The problem does not stop there, however. Tharp and 

Wetzel (1969) noted that the procedures used in training the 

agents of change (nurses, child-care workers, etc.) in behavior 

modification studies are, for the most part, poorly recorded. 

Similarly, many classroom behavior modification studies give only 

slight reference to procedures used in training. Marlow (1971) 

conducted a study to determine the relative effectiveness of two 

teacher and two counseling approaches in the reduction of dis

ruptive behavior in the classroom. Marlow (1971, p. 54) praised 

the teacher in his study who "put in extra time to discuss 

classroom problems, learn how to implement experimental 
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procedures, observe videotapes of teacher models, and read sug

gested literature . . . ." There is no further explanation of 

the training procedures used for this teacher. Similarly, John

son's (1969, p. 25) description of his training program is lim

ited to ,r. . .an introductory and continuing program of 

instruction in the basic techniques [of operant conditioning] 

was a necessary part of the experimental study." As the behavior

al techniques gain acceptance with the educational community the 

problem of producing behaviorally skilled personnel in the 

schools confronts us: we are just beginning to encounter the 

difficulties involved in training. Dyer (1968) stated that 

teachers must have more than minimal exposure to the principles 

involved in order to maintain their interest and to facilitate 

generalization from specific situations. 

Of the studies reported in this review, only one (Bailey 

and Wehr 1971) has attempted to measure systematically the ef

fects of various training techniques as experimental independent 

variables. The bulk of the studies reported have been included 

in order to review the varied approaches to teacher training. 

Although the effects of specific training procedures have, for 

the most part, been unmeasurable and are poorly reported, these 

studies do provide the only body of information on training 

teachers in the application of social reinforcment in the class

room. 

The literature reveals five common procedures used in 

training. 
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Seminars 

Several researchers have utilized some type of subject-

experimenter sessions (usually called workshops, lectures, or 

seminars) as part of their training procedures. Madsen et al. 

(1968) conducted a series of weekly seminars for the two volun

teer subjects in order to present the rationale for the search 

and the principles behind the behavioral procedures. Also, 

classroom problems were discussed and suggested solutions made 

during these meetings. There is no information as to the exact 

length and content of these meetings, nor is the number of sem

inars stated. The researchers (Madsen et al. 1968, p. 149) 

found that getting the subjects to ignore inappropriate behaviors 

of the children extremely difficult and suggested, as a possible 

solution, a pre-study in which teachers would be ". . . trained 

in effective management techniques and taken through a series of 

short periods where approval and disapproval are eliminated and 

one or the other reinstated." These procedures, the experi

menters suggested would give the teachers confidence in handling 

the class and also enable them to tolerate short periods of dis

ruption. In spite of such a major problem, the positive results 

of the study led the investigators (Madsen et al. 1968, p. 150) 

to state that the study "... adds further confidence to the 

assertion that teachers can be taught systematic procedures and 

can use them to gain more effective behaviors from their 

students." 
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Andrews (1970) used only one half-day meeting to explain 

behavioral techniques to teachers in order to get volunteers for 

his in-school study. He later presented four one-and-one-half 

hour sessions during the study, focused on specific intervention 

techniques for each teachers' target child. Eleven subjects, 

which included teachers of K-5 plus two teachers of the educable 

mentally retarded, one teacher of the trainable mentally re

tarded and one speech therapist, attended these sessions. Andrews 

(1970, p. 41) stated that the data obtained from the behavior 

graphs (assessing target children) and from the teacher question

naires (evaluating the "course") suggest that a ". . . short-

term teacher-training program in the classroom application of 

operant techniques can be effective in bringing about student as 

well as teacher behavior change." Andrews did not assess the ef

fects of the specific training methods. His subjects were volun

teers who may have been motivated to implement the procedures. 

Also, teachers were advised to concentrate on one target with one 

relatively "simple" behavior such as seat-leaving, soiling, or 

inapprorpaite vocalizations. The study gave no indication of how 

well teachers can use the techniques with other children under 

their direction, with more than one specific behavior, or with 

more complex behaviors. 

Ward and Baker's (1968) four weekly seminar-discussion 

meetings with their three teacher subjects included (1) discus

sion of behavior modification and the progress of the target 

children; (2) a general introduction on operant conditioning; 
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(3) explanation of schedules of reinforcement; amd (4) discussion 

of selected aspects of the experimental literature relating to 

these and other topics. Also, the investigators visited the 

classroom and pointed out the behavior problems as well as the 

good behaviors that should be reinforced. Results showed sig

nificant increase of the children's appropriate behaviors. How

ever, the researchers (Ward and Baker 1968, p. 328) concluded 

that the teachers did not thoroughly master the contingent use of 

their attention to task relevant behaviors TT. . .it seems pos

sible that more behavioral improvement could have been effected 

in all of the target children if the teachers had been more 

thoroughly trained." 

Hall, Panyan, Rabon, and Broden (1968) met with each of 

the three teacher subjects in their study to explain behavioral 

principles and procedures at the beginning of each experimental 

period. These meetings are not detailed, but their utilization, 

along with daily feedback, produced an increase in both of the 

dependent variables. Hall, Panyan, Rabon, and Broden (1968, 

p. 321) stated that the positive results of the study showed 

". . . teachers . . . could be taught to use systematic rein

forcement procedures to increase classroom study behaviors even 

when previous attempt at assistance by principles and helping 

researchers had been relatively ineffective." 

Becker et al. (1967) conducted a "workshop and seminar" 

on application of behavioral principles in the classroom for the 

five teachers in their study. Subjects actually practiced the 



29 

delivery of positive comments along with the discussion proce

dure findings, produced positive results. The researchers 

(Becker et al. 1967, p. 307) stated the results "... demon

strate that quite different kinds of teachers can learn to apply 

behavioral principles effectively to modify the behavior of 

problem children." 

Cantrell (1969) conducted a twelve-week in-service course 

in behavior modification and programming principles for the 

twelve teachers in his experimental group. The course consisted 

of lectures and discussions which were tape recorded, typed and 

reproduced for the teachers for the following week. In addition, 

a videotape procedure (which is examined in the feedback section 

of this review) was utilized. The results showed a significant 

post change in knowledge of behavioral principles but no signifi

cant change in attitude appropriate pupil behavior of teacher-

dispensed contingent social reinforcement. Cantrell (1969, 

p. 40) stated that "... the attempt to train teachers and ex

pect them to produce measured change in their pupils, all in a 

span of four months, was overly ambitious." 

Knowles (1971) attempted to develop and determine the 

effectiveness of a program for training teachers to use behavior 

modification techniques with children in their classrooms. He 

conducted ten sessions in a specific training program for teach

ers that was followed by a series of seminar sessions. The re

searcher presented a detailed outline of the specific training 
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program Which incorporated lecture, discussion, readings, and 

out-of-class assignments defining behavioral terminology. Each 

of the twenty teachers implemented an intervention project with 

one student and reported the results during the last two ses

sions. The follow-up "seminar" sessions were "designed to re

inforce and consolidate the training given in the specific 

sessions . . . and to provide an opportunity for questions and 

discussion on precise behavior management projects that were 

being continued or commenced during this period of time (Knowles 

1971, p. 151)." During these seminar sessions films, readings, 

and observations behaviorally as classrooms were scheduled. 

Knowles' (1971, p. 105) results, although not statistically sig

nificant, indicated that ". . .it was possible to develop a 

complete program to train teachers to become effective behavior 

managers." The effect of the training sessions was not measured 

as a dependent variable however, for the experimenter provided 

frequent in-class supervision that "was ... a major factor con

tributing to the success of the total [training] program (Knowles 

1971, p. 105)." 

The effect of training seminars on teacher behavior is 

generally unknown although some form of this procedure has been 

included in many studies. The research of Ward and Baker (1968) 

and that of Cantrell (1969) generally indicate seminars along 

have not been efficient training techniques. Other investigators 

(Becker et al. 1967, Hall, Panyan, Rabon, and Broden 1968, 
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Andrews 1970, Madsen et al. 1968, and Knowles 1971) pointed to 

their positive results as indications of successful teacher 

training. The seminar procedure, however, has not been examined 

under controlled conditions. None of the researchers reporting 

used the seminar sessions without other forms of training (e.g., 

feedback, instructions, demonstration). In addition, there has 

been no investigation of the long-term effects or of transfer of 

these newly acquired teacher skills to other pupils in other 

situations. Seemingly, modifying the more complex behaviors of 

children (sharing, cooperation, peer teaching) have not been at

tempted through seminar training. The small number of teachers 

may have been a variable affecting the results of the studies, 

which relied mainly on the seminar type training to give their 

teachers behavioral skills in the classroom. 

Feedback 

Feedback is a term used to describe the information or 

knowledge received about one's own performance. Feedback to 

teachers on their performance and/or that of the children has 

been a popular training technique and has been incorporated in 

several studies. Both visual and auditory feedback typically 

have been one of several procedures used in various studies. 

Experimenter-teacher conferences were conducted "fre

quently" by McAllister, Stachowiak, Baer, and Conderman (1969) 

to provide feedback regarding the teachers' performance in the 

class. 
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Krumboltz and Goodwin (1966) met twice with each teacher. 

They attempted to train fourteen teachers to use specified rein

forcement methods in order to increase task-oriented and more in

dependent behaviors of twenty-eight second grade pupils. 

Training procedures included (1) an initial orientation meeting 

with all teachers, (2) two individual conferences with each 

teachers, and (3) one group meeting. The experimental group of 

teachers did make more use of the reinforcement techniques than 

the control group, but the increase was not significant. The 

increase was only to those children identified to the teachers 

as targets. There was no increase to those other children ini

tially noted by the teachers as being unable to stay on task. 

The experiments concluded that the results suggested that the 

training of the teachers was crucial to the outcome of the study. 

In spite of the teachers' approval of the techniques, they found 

themselves unable to apply them consistently. Thus, the main 

effect may have been intermittent reinforcement of inattentive 

behavior. 

Breyer and Pollack (1969) met with teachers three to four 

times a week for approximately 15-20 minutes. The dialogue be

tween experimenter and teacher in these sessions has not been 

detailed or recorded. It is perhaps safe to assume that they 

varied greatly in content and were based on the immediate needs 

of the teachers. 
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Knowles (1971) spent two days per week supervising the 

elementary teachers in their classrooms. On most days he spent 

some time with each teacher. Although little information is 

given, Knowles (1971, p. 150) stated that "Without this supervi

sion the writer could not have participated in meaningful discus

sion with teachers concerning particular students or problems in 

their classrooms. Many questions were asked, answered and appar

ently solved during these supervisory periods. It is considered 

that this part of the training program was invaluable." Knowles' 

supervision and seminar sessions enabled all subjects to use be

havior modification techniques to change behavior of their 

students. 

Cooper, Thomson, and Baer (1970) utilized three forms of 

verbal feedback with two pre-school teachers. The teachers were 

individually given (1) their rates for attention to appropriate 

responses; (2) their rates of failing to attend to appropriate 

child responses; and (3) their total percentage of attending to 

appropriate child responses. Both teachers in the study showed 

an increase in attending to appropriate child responses subse

quent to the onset of experimental feedback. 

Feedback through videotape recordings has become a rela

tively recent method of facilitating the acquisition of teaching 

behavior. Its popularity has grown partly because it reproduces 

the total teaching performance immediately and accurately. 

McDonald and Allen (1967) pointed out that it is important for 
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trainees to see themselves as others see them—a dimension not 

possible in supervisor feedback through discussion. Viewing a 

videotaped recording of teaching performance with a trainer or 

supervisor has the advantage of providing a common basis of in

formation. In this situation the participants do not have to 

rely on their memories for recalling specific instances. It also 

affords opportunity for immediate reinforcement of appropriate 

teaching skills. 

In addition to the twelve-week course mentioned in the 

previous section, Cantrell (1969) "regularly" videotaped both the 

classes of the teacher in the experimental and the video control 

groups. The experimental subjects discussed these tapes with a 

trainer who emphasized the behavioral aspects of the teacher-

pupil interaction with specific regard to disruptive behaviors. 

The subsequent trainer-teacher discussion with those in the video 

control group dealt only with superficial matters. The research

er found no significant gain in appropriate pupil behavior or 

contingent social reinforcement dispensed by the teacher. How

ever, average pupils of the experimental group did gain signifi

cantly higher achievement levels than average pupils in the 

control group classes. The lack of a sufficient "... number 

of rateable, correctly performed videotapes was judged responsi

ble for the lack of more definitive results (Cantrell 1969, 

p. 27)." 
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The single subject design study by Bailey and Wehr (1971) 

utilized videotape equipment to provide both graphic and visual 

feedback to the first grade teacher trainee. The experimenter 

and the teacher together viewed the videotapes of teacher in

struction during the math period. The experimenter prompted the 

teacher to find instances of appropriate use of praise and occa

sions where she could have used praise but did not. The use of 

negative statements was pointed out to her and she was praised 

for using positive approval comments and shown a graph of the 

data from the taped sessions. The condition was run for four 

days and with the exception of the third day there was very lit

tle effect on the rates of teacher "approval" or "disapproval." 

The condition was terminated after only four days because the 

subject found looking at the tapes aversive, would try to avert 

her eyes, change the topic, or in other ways avoid looking at the 

tapes. 

Xidd (1970) conducted a three-week training program for 

twenty-four elementary teachers in order to examine the effects 

of videotape feedback on the reinforcement rates of his subjects. 

All teachers were videotaped while teaching. One group of 

teachers viewed the tapes of themselves while the other group 

viewed only the tapes of other subjects. The results showed that 

all teachers increased their positive reinforcement rates. How

ever, the teachers who viewed videotapes of themselves increased 

their reinforcement rates to a greater degree than those teachers 

who only monitored the performance of their colleagues. 
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Schwartzman's (1971) experimenter-designed instruction 

feedback system consisted of three features: (1) videotape feed

back of the subjects' performance in a micro-teaching format, 

(2) perceptual modeling films, and (3) student's feedback. 

Schwartzman randomly selected twenty subjects, applied the feed

back system to one group and measured both teacher talk and the 

frequency of reinforcing responses. The treatment group was 

videotaped four times during the study: baseline, two treatment 

sessions stressing the behaviors to be investigated, and finally 

three months later to measure changes from the baseline measure. 

The control subjects were videotaped at the beginning and end of 

the study only. Student feedback for the treatment group was 

collected and given to the subjects after each of the micro-

teaching sessions. Schwartzman found that both groups gained 

significantly in the number of positive reinforcers used during 

the study. However, the experimental group showed a significant

ly greater number of reinforcers at the end of the study than did 

the control group. The experimental group showed a significant 

reduction of teacher talk. The control group did not reduce the 

amount of teacher talk. 

The feedback procedure needs refining and the question of 

long term durability of teacher behavior without observer feed

back needs to be explored. Of the studies reported here, only 

two (Bailey and Wehr 1971 and Kidd 1970) systematically examined 

the effects of videotaped recordings as an effective training 



37 

procedure. The majority of the research contaminates the data 

with other training methods, but there is some indication that 

both verbal and visual feedback are effective training techniques. 

Instructions to Teachers 

Teachers have been given both written and verbal instruc

tions on what to do in the classroom. Specific verbal in

structions directing teachers to ignore inappropriate behaviors 

but to attend to specific appropriate behaviors have been incor

porated in studies by Hall, Panyan, Rabon, and Broden (1968), 

McAllister et al. (1969), and Ward and Baker (1968). 

Other researchers (Madsen et al. 1968, Becker et al. 

1967) have provided written instructions for teachers. The for

mer study utilized written instructions and rationale for each 

experimental phase. The instructions were several hundred words 

long, clearly written and included examples of suggested verbal 

behavior for the teachers. Also, instructions for the experi

mental phase were written on cards and placed on the teachers' 

desks. 

Becker et al. (1967) provided teachers with instructions 

typed on cards to be kept on their desks. These provided them 

with examples of appropriate verbal reinforcers with special in

structions for two teachers with respect to special target 

children. 

Young (1967) has labeled these written instructions as 

symbolic modeling: a written description of the specific 
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teaching behavior to be acquired by the teacher. The description 

is detailed and includes a rationale for using the behavior. He 

reported that teachers who observe a model(s) incorporate more 

of the modeled teaching into subsequent teaching than when study

ing a symbolic model. 

Cueing 

Bailey and Wehr (1971) and Becker et al. (1967) attempted 

to effect a change in teacher behavior by using the cueing tech

nique; prividing stimuli that would call teacher attention to 

specific behavior of children. The card method (Madsen et al. 

1968) described in the preceding section could possibly be la

beled cueing. For this review, however, the term cueing has been 

limited to those cues provided by trainers present in the class

room. Bailey and Wehr (1971) utilized an FM wireless mike with 

their subject. The experimenter-trainer stationed in one corner 

of the classroom told the teacher when to praise, pointed out 

children who should be reinforced for being on task, and cued a 

"low but appropriate" rate of disapproval responses. This pro

cedure had a small effect: verbal approvals rose to 32% from 

approximately 20% in the preceding modeling phase. Cueing was 

withdrawn after three days. The rate for verbal approvals then 

dropped. Cueing was then reinstituted for two days and a small 

but still significant increase in verbal approvals was attained. 

Verbal disapprovals dropped somewhat also during these two 

phases. 
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Becker et al. (1967) attempted to use hand signals to cue 

teachers when to ignore and praise student behaviors. This tech

nique was discarded because of its disruptive nature and written 

cues or instructions were used instead. 

Ward and Baker (1968) had experimenters in the classrooms 

point out behavior problems to help teachers define appropriate 

behaviors in specific terms and to indicate to teachers what be

haviors were to be reinforced. It is not clear if the interac

tion between teachers and experimenters took place during 

classroom instruction periods (cueing) or were primarily observa

tions of the experimenters that were related to teachers at a 

later time (feedback). 

The effects of this procedure have not been adequately 

studied, nor has the procedure itself been refined. 

Modeling 

Bandura (1969, p. 163) supported modeling approaches, 

where the trainee observes ways of behaving under lifelike con

ditions because "... transfer of learning to naturalistic 

situations is greatly facilitated." The worth of unguided ob

servation of models has been questioned by some. Orme (1966) 

tested the effectiveness of different degrees of supervisory 

guidance while teachers viewed perceptual (videotaped teaching 

episodes) models. The most effective procedure was found to in

volve the trainer who reinforced alternative forms of the de

sired behaviors. Experimental groups who viewed the model alone 
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showed no significant gains in acquisition of the desired behav

iors. Young (1967) stated that studies reveal that a combination 

of both symbolic (written description of specific behaviors) and 

perceptual modeling is more effective than either by itself. 

While many studies have included modeling procedures dur

ing workshop or seminar sessions, few have attempted to test the 

effects of modeling as an experimental variable. Bailey and Wehr 

(1971) had a skilled behavioral teacher demonstrate for the first 

ten minutes of each math class. During this time the model 

showed an average of 40% approval responses each day. This pro

cedure had little positive effect, however, as the teacher-

subject was still showing only about 20% approval responses. 

Miscellaneous Techniques 

Various other techniques have been incorporated into re

search designs in an attempt to train competent behavioral 

teachers. 

Lindsley (1968) has suggested that teachers need to be 

rewarded for utilizing behavior modification techniques until 

such techniques are no longer necessary and the newly attained 

appropriate behavior of children become reinforcing. Verbal 

praise for teachers has been mentioned by some researchers 

(Bailey and Wehr 1971, Hall, Panyan, Rabon, and Broden 1968, 

McAllister et al. 1969) but has not been studied as an indepen

dent variable. The McAllister et al. (1969) study incorporated 

the use of praise for appropriate teacher behaviors and record 
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keeping, and negative criticism for mistakes in application of 

program contingencies. 

Krumboltz and Goodwin (1966) showed an experimenter-made 

film during the initial training sessions with all teachers. The 

film was stopped at certain points to call attention to specific 

pupil behaviors that the teachers would be expected to reinforce. 

Breyer and Pollack (1969) supplied teachers with a list 

of verbally reinforcing statements and told them to add two each 

day to the ones they were using. Also, the teachers were to 

practice in the evening for a few minutes in front of the mirror 

with appropriate facial expressions. 

Andrews (1970) supplied trainees with reading materials 

in an attempt to change teacher behavior. Living With Children 

(Patterson and Guillon 1968) was given to each of the eleven sub

jects. Knowles (1971) also required subjects read the Patterson 

and Guillon book. In addition, several articles and a few com

mercial films were utilized during training. 

Hermann (1971) had his subjects perform five laboratory 

rat exercises which utilized the principles of conditioning the 

subjects had learned in precluding lecture-discussion sessions. 

The results of his study showed that favorable attitudes toward 

using behavior modification as a classroom tool increased and 

that teachers were able to design and execute a behavioral strat

egy for the modification of a chosen classroom student behavior. 
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Summary 

Of the studies cited in the review, several (Krumboltz 

and Goodwin 1966, Andrews 1970, Cantrell 1969, Bailey and Wehr 

1971, Schwartzman 1971, and Hermann 1971) focused on the effect 

of training techniques of teacher behavior. One of these (Bailey 

and Wehr 1971) scientifically investigated the effect of system

atic invention of different training procedures. Their use of 

(1) audiographic verbal feedback, (2) modeling, and (3) cueing 

was generally ineffective for their subject. The study did pro

vide insight into the training problems such as the aversiveness 

of viewing videotapes. The modeling techniques was similarly 

aversive: that it was the teacher who had the problem and not 

her student. While the cueing technique did appear to be of some 

assistance in improving the number of teacher-approval responses, 

it was not successful in reducing the number of disapprovals. 

The experimental periods, however, which consisted of from two to 

five observations each, were too brief for conclusive results. 

Knowledge of how to bring about desired changes in teach

er behavior is limited. Researchers have not clearly or com

pletely described their training procedures. Many researchers 

who have utilized workshops, for example, have not elaborated on 

the content, length, or scope of these "workshops." It is con

ceivable that workshop training has varied considerably in dif

ferent studies due to the expertise, background, and whim of the 

experimenter. Often it is not possible to ascertain what 
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behavioral theories and principles were stressed with the 

teacher-trainees. Many studies off-handedly refer to "rein

forcement techniques," "behavioral principles," "operant theory," 

but do not define these terms. Furthermore, researchers have 

used combined training techniques often showing positive results. 

They have failed to systematically explore these training proce

dures so that their effects can be assessed. Positive or nega

tive results, therefore, cannot be attributed to specific methods 

of training even when otherwise clearly detailed. The develop

ment of an effective, data supported teacher training model in 

behavioral techniques has yet to be fully developed, researched, 

and reported. 



CHAPTER 3 

PROCEDURES 

Introduction 

The study was conducted as part of a larger federally 

funded project known as: Bicultural Socialization: A Group 

Process Approach to Bilingual Instruction (No. OEG-0-9-12011-

3465: Project No. 12 0066) (hereafter referred to as the Bicul

tural Project). One goal of the project was teacher and aide 

acquisition of behavior modification skills for the classroom: 

modeling, cueing, reinforcing of appropriate social behaviors of 

children. More specifically, "... the teachers needed to de

velop skill in providing positive consequences for children's 

academic and social behaviors (Baker 1971, p. 9)." The effects 

of three training procedures were compared using the observable 

and therefore measurable dependent variable of adult-dispensed 

praise in the classroom. Chapter 3 presents the research design 

of the field study, along with information on the subjects, 

trainers, data collection, procedurer observers, and conditions. 

The Research Design 

This study investigated effects and durability of three 

different training interventions across ten subjects. Individual 
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observation data were gathered on each of the ten subjects so 

that individual training effects could be assessed. The four 

components of the dependent variable, adult-dispensed praise, 

were (1) specific praise to the individual, (2) specific praise 

to the group, (3) general praise to the individual, and (4) gen

eral praise to the group. These four categories of verbal praise 

proved to be too cumbersome to examine for all ten subjects. 

Therefore, the four rates combined served as the dependent 

variable. 

The design consisted of two phases for each of the ten 

subjects. During Phase 1, a baseline of typical praise behavior 

rate was obtained before experimental conditions were applied. 

During Phase 2, three training interventions were implemented 

(Table 1). These consisted of Training Intervention 1 (T 1): 

a workshop for the teacher trainers (Site Coordinators) and read

ing a booklet, Behavioral Teaching; Training Intervention 2 

(T 2): a behavioral management workshop for teachers, aides, and 

observers; Training Intervention 3 (T 3): a micro-teaching situ

ation with videotape and trainer feedback for teachers with ob

servation only for the aides. 

The writer had been involved for several years in train

ing teachers and aides in behavior modification techniques. One 

of the frequent problems in training had been maintaining the 

target behaviors over extended periods of time. The experimenter 

often observed rises in frequencies immediately after training 
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Table 1. Number of Days in Each Segment of the Final Two Periods 

Experimental Period 2 Experimental Period 3 

Segments T2a T2b T3a T3b 

Days 21 24-59 21 40-54 

but gradual declines as time passed. In an attempt to assess 

stability in this study, the second (T 2) and third (T 3) experi

mental periods were divided into two time segments each. It was 

decided to look for decay three weeks after each of these two 

training interventions. This meant that the first of the two 

segments consistently contained twenty-one teaching days, but 

that the second segments varied in time for the individual 

subjects. The mean frequencies of adult verbal praise for the 

two segments following each intervention were then compared. It 

was impossible to examine the first training period in this man

ner due to the large number of empty cells . 

An experimental analysis of behavior rather than the more 

traditional statistical analysis was employed in this field 

study. Traditional statistical studies often lack precise change 

statements. They do not clearly define what behaviors are chang

ing, often discussing change in global and vague terms such as 

attitude or perception. An experimental analysis defines pre

cisely observable behaviors and measures their rates. The vari

ables are systematically manipulated in order to determine their 
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effect on behavior. Change in rates, then, can be considered to 

be a function of the experimental variables. 

This field study employed features similar to that of the 

single subject design by examining the different rates of verbal 

praise for each subject. Ruth Strang (1962) questioned the value 

of the comparable group type study in the complex teaching-

learning process. Comparable groups, according to Strang (1962), 

are never really comparable because of the many uncontrolled va

riables that influence the results and put investigators in a 

defensive position. She offered the suggestion that more profit

able studies might be made using single group type of experiments. 

Data for the present study were compiled for teachers and aides 

as separate, uncomparable groups, with differences in expected 

performance. 

Subjects 

Subjects were five public school primary teachers and 

their five classroom aides in the three elementary schools in 

Wilson School District #7 in Phoenix, Arizona, which were partici

pating in the Bicultural Project. All except one of these second 

grade teachers and their aides were initially unfamiliar with be

havior modification principles and procedures. They were se

lected by their principles for participation in the Bicultural 

Proj ect. 

Four of the Bicultural Project teachers (S^, S2, S4, S5) 

were between the ages of twenty-one and thirty. Two of them 
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(S4» S5) were first-year teachers while two (Si, S2) had two to 

three years of teaching experience. The remaining subject in 

the Bicultural Project (S3) was in her early forties and had 

approximately twenty years of teaching experience. A sixth sub

ject (Sg) declined to take part in the videotaped micro-teaching 

intervention and was dropped from the study. 

The six teacher-aide subjects in the Bicultural Project 

were bilingual Mexican-American women, and members of the local 

community. One aide left the project in mid-year, leaving five 

aides as part of the experiment. The aides had not gone beyond 

high school and some were not high school graduates. They were 

hired by the elementary school principals to participate in the 

Bicultural Project. They had no previous classroom experience. 

Their ages ranged from twenty-five to forty-five years. 

Teacher Trainers 

During the course of the study, the teacher-training 

function was implemented by persons with varying levels of com

petence . Three site coordinators and two consultants to the Bi

cultural Project served in several training capacities. 

Site Coordinators 

Each of the three schools which served as demonstration 

sites for the Bicultural Project was staffed with a site coordi

nator who was to assist teachers and aides in the skills they 

were to acquire during the year (Appendix A). They held 
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informal meetings with the subjects, modeled and demonstrated 

specific teaching behaviors and assisted with other in-service 

training. Basing these trainers on the school sites allowed al

most immediate access to those subjects who needed assistance. 

It was thought that this arrangement would have a strong support

ive and therefore positive effect on the subjects' skill 

acquisition. 

Of the three site coordinators, one had recently taken a 

university course in behavior modification techniques. The 

others had no formal training in behavior modification before the 

Bicultural Project. All three site coordinators were young women 

between the ages of twenty-five and thirty who had received their 

undergraduate degrees in education and held current Arizona 

teaching certificates. 

Consultants 

Two Bicultural Project consultants with expertise in the 

use of behavior modification techniques in the classroom served 

as trainers for the site coordinators, teachers, and aides. The 

senior consultant held a doctorate in psychology. Her experience 

in working with teachers and in the public school system was 
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extensive. She also was the director of the PREP* classroom. 

She directed the behavior management workshop for the site coor

dinators and the workshop for all teachers and aides in the Bi-

cultural Project. 

The writer of this study was the second consultant. In 

addition to assisting in presenting the above mentioned work

shops, she served as the trainer during the videotaped micro-

teaching training procedure. At the time of the Bicultural 

Project, she was serving as the demonstration teacher in the PREP 

program and in that connection had been responsible for training 

teachers in behavioral techniques for a year and a half. In 

addition to several years of actual classroom experience, she 

served for two years in a large public school system assisting 

teachers with various classroom management and curriculum 

problems. 

^Preschool Remedial Education Program for children ex
cluded from first grade due to high frequencies of inappropriate 
behaviors. The goal was to eliminate or reduce the inappropriate 
behaviors and teach new school appropriate behaviors so that the 
children could return to their classrooms. The project was 
housed in the Child Development Laboratory, Psychology Depart
ment, University of Arizona. The classroom teacher, who used a 
strong behavior modification program with the children, was also 
the experimenter for this study. A complete description of the 
project is available in A Laboratory Classroom for Behavior Modi
fication and Reintegration of Children Excluded from the First 
Grade, eds. Marianne Martin, Pamela Hoecker, and Johanna Hilde-
brandt (1970). 



Procedures for Data Collection 

Interval data were collected in the classrooms on the 

dependent variable, adult verbal praise. The observers were 

responsible for recording all data for the Bicultural Project, 

which had multiple goals. Therefore, the subjects were not aware 

of what behaviors were being recorded at any specific time. 

Also, the subjects were not told that data were being taken on 

the specific dependent variable utilized in this study, although 

these behaviors were emphasized during training. The Teacher 

Reinforcement Practices Schedule (TRPS) and instructions for its 

use (see Appendix B) were developed to measure both the teachers' 

and aides' use of praise in the classroom. Frequency counts were 

gathered for five-minute time intervals. 

Observations 

All observations and recording of adult verbal praise 

took place in the subjects' classrooms. Recording was done at 

various times during the school day for varying numbers of five-

minute intervals. Often the subjects were observed several times 

during the school day. 

Observer Training 

Observer training of teacher and aide reinforcement prac

tices took place in the early stages of the Bicultural Project. 

Their training was the responsibility of the project's research 

field representative and the research assistance. Both the 
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skills of observing and recording were emphasized during train

ing. Weekly observers' meetings were conducted by the trainers 

throughout the year. After training the observers in the use of 

the observation instruments (a total of eleven hours for the en

tire Bicultural Project) the weekly meetings were devoted to the 

other objectives of the project (Appendix C). The observers 

participated in the behavior management workshop (Training In

tervention 2 ) as one way of acquainting observers with the proj

ect objectives and their roles in implementing these objectives. 

Inter-Observer Reliability 

Inter-observer reliability was assessed in the Bicultural 

Project classrooms. Reliability on the Teacher Reinforcement 

Practices Schedule was assessed at least twice for each observer. 

(See Appendix D for the formula.) The mean percentages of agree

ment provided from 88% to 93% reliability (see Appendix E). 

Conditions 

The study was organized into phases: baseline and ex

perimental . Each phase varied in length depending on the nature 

of the phase, the time considered necessary to conduct the pro

cedures , and to obtain the data that would accurately depict the 

phase (see Table 2). The following discussion is a descriptive 

explanation of each phase. 
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Training 
Dates 

Training 
Procedures 

Days Between Training 
Interventions 

December Site Coordinators Workshop 
7, 8 and Behavioral Teaching 17 

January 
15 Teacher/Aide Workshop 

T2a 

T2b 

21 

24-59 

Dates 
Varied Videotaped Micro-Teaching 

T3a 

T3b 

21 

40-57 
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Phase 1: Baseline 

Data collected during this pre-modification phase show 

that the rate of adult-dispensed praise before any training in

tervention was attempted. This pre-experimental record started 

after the observers had received training in observing and 

recording. 

Phase 2: Experimental 

During this phase the differential training interventions 

were implemented and the rate of verbal praise was recorded as in 

the baseline period. The phase began on the first day after ini

tial training procedures were carried out. 

Training Intervention 1 (T 1). The intervention was 

characterized by two differential training procedures*. (1) train

ing of the site coordinators at a specially designed workshop for 

them and (2) reading by site coordinators, teachers, and aides of 

a booklet on the use of behavior modification in the classroom 

(Appendix F). 

The workshop conducted by the two consultants was for the 

purpose of (1) instructing the trainees in the principles and ap

plication of behavioral techniques, especially the use of posi

tive reinforcement; (2) preparing the trainees for the upcoming 

workshop for teachers, aides, and observers; and (3) preparing 

the trainees to work with the Bicultural Project teachers and 

aides in using behavior management techniques in the classroom. 
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Basically, the training techniques consisted of guided observa

tion, discussion, practice of data collection, and guided prac

tice of behavioral techniques with children. The training of 

the site coordinators took place in the Child Development Labora

tory where the trainees observed the experimenter and children 

in the classroom. 

Guided observation of the laboratory classroom enabled 

trainees to observe the experimenter-consultant using behavior 

modification, especially verbal praise, with the children. The 

senior consultant was able to guide the observation of the 

trainees; she pointed out what behavioral techniques were being 

used, why they were being used, labeled the teacher's behavioral 

skills (e.g., modeling, prompting, probing, cueing, reinforcing) 

as they occurred, answered questions, and listened to trainees' 

comments. The viewing with supervision took place in the obser

vation room adjacent to the classroom. In addition to the class

room observation, the site coordinators observed two 

demonstrations where skilled behavioral interventionists worked 

individually with severely behaviorally disordered pre-school 

children who were not attending the laboratory classroom. Again, 

the observations were guided by the senior consultant in the same 

manner as were classroom observations. The observation of the 

one-to-one treatment sessions provided additional clarity for the 

trainees because of the elimination of the multitude of stimuli 

found in the classroom setting. They enabled the trainees to 
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focus on specific behaviors of both the children and the inter

ventionists with more clarity. 

Discussions led by the two consultants centered around 

the previous observations and the behavior modification princi

ples and techniques that had been demonstrated. Trainees were 

urged to be candid with their comments and questions. In addi

tion to these scheduled discussion periods, frequent interaction 

with the consultants continued throughout all of the training 

procedures. 

Guided practice of data collection on the TRPS while ob

serving in the laboratory classroom occurred the second day of 

training. The senior consultant reviewed the recording form with 

the site coordinators, supervised the actual data collection, and 

discussed results as well as problems with them. 

Guided practice of behavioral skills was the final proce

dure implemented during the workshop. Each site coordinator pre

pared a short lesson and taught one of the classroom children. 

The lessons took place with the senior consultant who cued, gave 

feedback, and reinforced their use of appropriate behavioral 

skills. 

The booklet "Behavioral Teaching" (Appendix F) was in

cluded as a component of the first training intervention. At the 

end of the workshop the site coordinators were asked to have 

their teachers and aides read the booklet which was written for 

the study. The booklet, a non-technical description of the 
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principles and application of behavior modification technology to 

the classroom, provided a preparatory base for the upcoming work

shop for teachers and aides. The booklet contains practical, 

concrete suggestions for the use of behavioral management tech

niques and reinforcement practices in the classroom. Upon com

pletion of the booklet, the subjects completed a questionnaire 

(Appendix G) which helped the consultants design the workshop. 

Training programs often utilize readings as a major component of 

training. Universities and other teacher training institutions 

rely on textbook reading assuming that reading about techniques 

will assist the trainee to acquire specific teaching skills. 

The first training intervention, then, began with the 

training of the site coordinators and included a behavioral book

let to be read by all the subjects. The combined effect of the 

site coordinators training and the booklet were the independent 

variables introduced in the first intervention. The intervention 

period continued from December 9 through January 31. It con

cluded with the behavioral management workshop for teachers, 

aides, and observers. 

Training Intervention 2 (T 2). A one-day behavior man

agement workshop for teachers, aides, and all others involved in 

the Bicultural Project was held at one of the project's demon

stration schools. During the workshop the consultants utilized 

several training techniques. 
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A filmed slide presentation of the children and teachers 

in the PREP classroom was presented and narrated by the senior 

consultant. Use and effect of behavioral techniques, along with 

the applicability of the methods to typical classroom situations, 

were pointed out by the consultant during the audio-visual pre

sentation. It was purposely designed to establish the credibil

ity, value, and practicality of the techniques the subjects had 

been asked to acquire. 

Two demonstrations with small groups of children were 

presented by the experimenter-consultant. Use of the behavioral 

techniques of modeling, cueing, and reinforcing appropriate be

haviors was demonstrated. Before each twenty-minute demonstra

tion the observing trainees were cued by both consultants as to 

the purpose of the demonstrations and specific teacher and pupil 

behavior. 

Guided observation of the lessons, via videotaped play

back, followed each demonstration. The videotape recording of 

the demonstrations allowed the consultants to replay segments 

for clarification and discussion. Trainees were urged to ask 

questions and make comments during this guided observation 

session. 

Discussions were a continual part of the workshop. Many 

questions and comments stimulated by the workshop activities and 

"Behavioral Teaching" were presented. 
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Workshops of varying designs are commonly used for in-

service training, but their effect is largely unknown. Although 

the workshop concept calls for innovative training procedures, 

many appear to follow a lecture/discussion format with minimal 

trainee participation. In this study the effect of a well-

designed workshop on the frequency of adult-dispensed praise in 

the classroom was measured as a way of evaluating the worth of 

the training procedures. 

The time between training Intervention 2 and Intervention 

3 varied for the different subjects, as the videotaped micro-

teaching procedure was initiated on different dates . 

Training Intervention 3 (T 3). The final training proce

dure consisted of a videotaped micro-teaching/feedback situation. 

Each teacher was asked to present a lesson to a small group (5-7) 

of her pupils. The lessons were recorded on videotape so that 

immediate feedback could be provided for the teacher. Teacher-

aides did not have the opportunity to participate directly by 

teaching a small group but each aide did observe the total train

ing procedure with their respective teachers. The training pro

cedure was initiated with a short informal rapport-building 

session between the experimenter-consultant and the teacher. 

This was followed by a ten-minute lesson taught by the subject 

and videotaped. Next, the experimenter-consultant and the 

teacher viewed and commented on the lessons, especially focusing 

on appropriate and inappropriate verbalization of the teacher. 
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Suggestions were made for the second lesson and the same proce

dure was repeated: micro-teaching followed by videotape feedback 

with experimenter and teacher discussion. During these discus

sions most behavioral management techniques were mentioned, but 

the use of verbal praise was stressed. 

Not all subjects were eager to participate in this inter

vention. In addition to the sixth teacher who was dropped from 

the study, one teacher was hesitant about participating. A 

friendly letter from the experimenter asking her to participate 

obtained her agreement. 

The micro-teaching procedure represents a form of guided 

practice; it enabled the teachers to practice their skills with 

immediate feedback from the experimenter-trainer. This super

vised practice adds a hopefully powerful dimension to teacher 

training in behavior modification techniques . 

The training period was terminated by the experimenter 

three weeks after training in order to assess maintenance and 

durability of adult verbal praise. 



CHAPTER 4 

RESULTS OF THE STUDY 

Introduction 

The purpose of the present study was to design and evalu

ate a program for training teachers and aides co use verbal 

praise with children in their classrooms with the objective of 

investigating variables thought to influence teacher training. 

The results of the study are presented as findings in relation 

to three questions: 

1. How did the subjects1 rate of praise change after all 

training? 

2. How did the subjects' rate of praise change after each 

training intervention? 

3. Did the subjects' rate of praise stabilize over an ex

tended period of time? 

Data Analysis 

The frequency of the dependent variable, adult-dispensed 

verbal praise, was calculated. Although frequencies were re

corded in five-minute intervals, the method proved awkward when 

tabulated due to the low frequency counts for some subjects. 

Therefore, hourly means were calculated for each teacher (Table 3) 
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and each aide (Table 4) by dividing the number of verbal praise 

responses by the number of hours observed for that period. With 

the individual means it was possible to aggregate group means 

(Teacher N=5, Aide N=5) across each trial. Group means were used 

to average the hourly across trial means for teachers and aides 

as one group (N=10) (Table 5). Because of the small N sophisti

cated statistical techniques were not thought to be appropriate 

evaluative procedures. Interpretation of the data was done by 

graphic analysis, a procedure often used in behavioral studies 

and typified in an experimental study by Hall, Panyan, Rabon, and 

Broden (1968). 

In order to ascertain the differences between conditions, 

trial means for teachers (N=5), aides (N=5), and teachers and 

aides (N=10) were used to compute the mean difference between 

every adjacent pair on Table 6. The results of this computation 

revealed how much more or less was the rate of verbal praise per 

hour. The upper portions of matrix Tables 6, 7, and 8 indicate 

the difference in the scores for each trial. Table 6, for ex

ample, shows a mean difference for teachers of 2.22 at the end 

of Training Intervention 1 over the baseline period . Upon termi

nation of Training Intervention 2 there was a mean difference of 

8.54 over baseline. After Training Period 3 the rate dropped to 

-5.55 below the baseline mean. These figures, from Table 6, row 

1, were obtained by subtracting the baseline mean from each trial 

mean on Table 5. 
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Table 3. Individual Teacher Trial Means and Group Trial Means 
(Mean Frequency of Verbal Praise Statements Per Hour) 

N 
Baseline T1 T2 T3 TN 

1-3/3 

Sx 8.13 2 .66 8.78 6.15 7.77 

52 65.74 74.71 59.03 32.71 51.75 

53 9.60 6.64 5.88 9.80 7.75 

54 4.89 10.73 22 .19 11.25 15.73 

55 29.80 34.52 65.00 30.00 49.26 

X 23.63 25.85 32.17 17.98 26.45 

Table 4. Individual Aide Trial Means and Group Trial Means 
(Mean Frequency of Verbal Praise Statements Per Hour) 

N 
Baseline T1 T2 T3 TN 

1-3/3 

56 .95 1.48 3.86 9.68 5.73 

57 6.67 7.27 11.54 8.96 9.30 

Sg 5.10 8.91 12 .90 5.61 9.14 

Sg 4.29 6.00 11.79 13.75 10.96 

S10 0.00 2 .40 6.76 5.78 5.87 

X 3.40 5.21 9.37 8.76 8.20 



64 

Table 5. Group Trial Means for Teachers and Aides (Mean 
Frequency of Verbal Praise Statements Per Hour) 

N 
Baseline T1 T2 T3 TN 

1-3/3 

Teachers 23.63 25.85 32.17 17.98 26.45 

Aides 3.40 5.21 9.37 8.76 8.20 

X 13.52 15.53 20.88 13.37 17.33 

Table 6. Teachers: Mean, Percent Difference in Scores (Mean 
Frequency of Verbal Praise Statements Per Hour) 

Baseline T1 T2 T3 
N 

TN 
1-3/3 

Baseline 2 .22 

L
O

 

• 

0
0
 

-5.55 1.74 

T1 9 .40% 6.32 -7.87 -.77 

T2 36.15% 24.46% -14.20 -14.20 

T3 -23.48% -30.45% -44.10% 

X of 
Change 7.36% -2 .00% -44.10% 
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Table 7. Aides: Mean, Percent Difference in Scores (Mean 
Frequency of Verbal Praise Statements Per Hour) 

N 
Baseline T1 T2 T3 TN 

1-3/3 

Baseline 1.81 5.97 5.36 4.38 

Tl 53.36% 4.16 3.54 3.85 

T2 175.59% 79.71% - .62 -.62 

T3 157.50% 67.91% -6.56% 

X of 
Change 128.81% 73.81% -6.56% 

Table 8. Teachers and Aides: Mean, Percent Difference in 
Scores (Mean Frequency of Verbal Praise Statements 
Per Hour) 

Baseline Tl T2 T3 
N 
TN 
1-3/3 

Baseline 2 .02 7.26 - .15 3.04 

Tl 14.93% 5.24 -2 .16 5.08 

T2 53.33% 34.37% -7.40 -3.44 

T3 -1.08% -13 .93% -35.64% 

X of 
Change 22 .39% -10.22% -35.64% 
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The last column of figures on Table 6 contains the mean 

difference for all trials (excluding baseline) over the preceding 

trial. For example, Table 6 shows that the three trials produced 

a mean increase for teachers in adult verbal praise of 1.74 per 

hour over the baseline period. The percentages in Tables 6, 7, 

and 8 are the percentage change in scores from condition to con

dition with the bottom figure being the mean percent change for 

all treatments. 

Column five on Tables 3, 4, and 5 showed the mean rate of 

all three training intervention periods. Because of the distor

tion when the three intervention means were summed and divided by 

three, the mean was calculated by adding raw data frequencies and 

then dividing by three. Column five of Tables 6, 7, and 8 were 

calculated by adding the figures for Tl, T2, and T3 and dividing 

by three. 

Tables 3 and 4 indicated wide variance among subjects 

during baseline and training periods . S2 and S5 noticeably main

tained a considerably higher rate than the other factors . The 

variance in the pre-training (baseline) and post-training data 

was considerably greater for teachers than aides. The teachers 

showed more variance between subjects in the baseline period than 

in the post-training data. The variance among aides was essen

tially the same in both the pre- and post-training periods. 
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Experimental Questions 

Experimental Question 1 

How did the subjects' rate of praise change after all 

training? 

This question examined pre- and post-training rates for 

teachers, aides, and all subjects together. 

Teachers. Table 6 indicated the five subjects obtained a 

mean difference of 1.74 verbal praise statements after training. 

This is a 7.36% change in frequency in the dependent variable 

from baseline across all trials. Although the large decline in 

the third trial depressed the score, the total effect of all 

training appeared to be in a positive direction. 

Aides . Comparison of pre- and post-training means for 

aides showed an increased frequency of adult verbal praise. 

Table 7 showed a mean difference of 4.38 verbal praise statements 

per hour was obtained across all trials. This 128% change repre

sents a much larger gain than that of the teachers. While the 

rate for teachers of 7.77 was greater than that of the aides 

5.73, as shown in Table 3, it was the aides who showed the 

greatest mean percent increase across all trials . 

Teachers and Aides . As expected from the previous posi

tive findings, the ten subjects together showed a positive change 

over all conditions with a 3.04 mean difference over baseline--a 

mean percent of change of 22.39 (Table 8). 
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Individual Subjects. Not all subjects obtained a rate at 

the end of training that was greater than the baseline rates. 

Three teachers (Sj_, S2, S3) showed a decline from pre-training to 

the post-training period (Table 3). All aides, however, did show 

an increase at the end of training over their baseline rates 

(Table 4). 

Experimental Question 2 

How did the subjects' rate of praise change after each 

training intervention? 

This question examines the differential effect of the 

three training conditions on adult verbal praise. 

Intervention 1: Site Coordinator Training and Booklet. 

Tables 3, 4, and 5 indicated the first training procedure yielded 

an increase of adult verbal praise over baseline frequency for 

teachers (from 23.63 to 2 5.85), aides (3.40 to 5.21), and teachers 

and aides together (13.42 to 15.53). Table 6 indicated the 

teachers' mean percentage change was 9.40% while the aides ob

tained a 53.36% increase (Table 7). Although the teachers' fre

quencies were several times greater than those of the aides, 

their mean percent increase was much less than the aides. These 

positive trends for both teachers and aides indicate increase 

after the first training procedure. 

While the total means for all teachers reveal a positive 

change over baseline, an examination of the individual means 

(Table 3) showed that two of the subjects' (S^, S3) rates 
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declined by the end of the first training period. An examination 

of individual rates for the aides (Table 4), however, showed 

gains by each subject over baseline rates. 

Intervention 2; Workshop Training. The upward trend 

(although not shown by all) following the first training proce

dure is also seen after the workshop. Teachers, aides, and 

teachers and aides together showed a substantial increase from 

T1 to T2 (Tables 6, 7, 8). All subjects together increased 

34.37% (Table 8) over T1. As in the initial training, the aides 

obtained the larger mean percent change while the teachers were 

higher in the frequency of adult verbal praise (Tables 6, 7). 

Every aide increased in mean frequency from T1 to T2 

(Table 4). The variance between all ten subjects is very appar

ent with the aides exhibiting less variance than the teachers. 

Intervention 3: Micro-Teaching With Videotaped Feedback. 

The positive trend in the first two training procedures was not 

continued under this condition. Figure 1 shows the teachers' 

sharp decline in frequency of praise. Their mean frequency 

(Table 3) for this intervention was lower than baseline and both 

of the previous training periods. Table 4 indicated a -23.48% 

change from the baseline frequency. The rate, then, for the 

teachers following the videotaping procedure, was the lowest rate 

of any period during the study. Four teachers dropped below the 

T2 rate (Table 3). 
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Similarly, the aides' total frequency was lower following 

T3 than following T2 (Table 4). This decline, however, was less 

than one instance of verbal praise per hour as compared with the 

teachers' loss of over fourteen per hour. Unlike the teachers, 

the aides' rate in T3 was substantially higher than baseline and 

T1 (Figure 1). Three of the aides did drop below the T2 fre

quency. The percent increases were shown in Table 7. The aides' 

frequency in T3 increased over baseline by 157.50% and over T2 

by 67.91%. The decrease from T2 to T3 was -6.56% as compared 

with teacher change of -44.10%. 

Data for all subjects when consolidated into one group 

(Table 5) showed the same upward trend across the first two con

ditions as seen with the groups separately. The teachers' low 

rates following the third condition, in conjunction with the 

stability of the teachers' rates, depressed the total figures so 

that the mean for T3 was just below the baseline level. 

Experimental Question 3 

Did the subjects' rate of praise stabilize over an extended 

period of time? 

Training periods two and three were examined for stabil

ity on decay of the verbal praise rate over an extended period 

of time. 

Training 2a-2b. Tables 9 and 10 indicate that seven of 

the ten subjects obtained higher mean rates of verbal praise in 
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Table 9. Individual Teacher Means and Group Means for Both 
Segments of T2 and T3 (Mean Frequency of Verbal 
Praise Statements Per Hour) 

T2a T2b T3a T3b 

S1 16.53 4.35 8.57 4.32 

s2 88.40 50.00 38.04 31.23 

S3 73.29 50.00 80.00 20.30 

S4 34.08 19.27 13.54 10.11 

s5 6.00 6.23 10.53 9.24 

X 43.67 25.99 30.14 15.04 

Table 10. Individual Aide Means and Group Means for Both 
Segments of T2 and T3 (Mean Frequency of Verbal 
Praise Statements Per Hour) 

T2a T2b T3a T3b 

56 4.49 2.25 4.30 12 .52 

57 10.62 5.76 6.07 5.56 

Sg 8.95 10.90 18.00 9.13 

Sg 16.42 6.89 2 .63 8.18 

S10 7.02 10.82 5.65 20.43 

X 9.50 7.32 7.33 11.16 
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the T2a period "(three weeks immediately following the second 

training intervention) than in T2b, the second segment. One 

teacher and two aides deviated from the overall decline with 

gains in T2b. All of the seven subjects who had higher rates in 

T2a showed substantial decreases in T2b. The mean for all teach

ers in the first period was almost twice as large as that of the 

second period, indicating a sizable decline in frequency in the 

dependent variable in that period furthest removed from the 

training. Teachers earned a rate of 43.69 in T2a, a dramatic 

gain over 23.63 in Tl. The 25.99 rate in T2b was similar to the 

frequency of 25.85 for teachers in Tl. The aides also declined 

from 9.50 in T2a to 7.32 in T2b. This decrease was as pronounced 

as the teachers' loss . 

Training 3a-3b. Teachers' rate of verbal praise followed 

a similar trend of deterioration in T3b as in T2b. Every teacher 

(Table 9) declined from T3a to T3b. Their composite rate for 

T3b of 15.04 represents the lowest frequency of the entire study 

for the teachers . 

The aides displayed a pattern opposite that of the teach

er, gaining almost three instances of verbal praise per hour. 

Two of the five aides did decline in T3b, the one with the high

est rate declining by almost half her rate in T3a. In the T3b 

period, the teachers obtained their lowest rate of the study 

while the aides reached their highest rate. 
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Summary 

Both groups of subjects showed gain in frequency in the 

rate of adult verbal praise after training. They were minimal 

teacher gains but substantial increases for the aides . 

The first two training interventions produced the great

est increase for teachers and aides (Figure 1). Both groups 

gained from baseline to Training Intervention 1 and again from 

Training Intervention 1 to Intervention 2. In both of these 

periods the teachers obtained the higher frequencies while the 

aides gained the highest percent increase. The dramatic decline 

in the teachers' rates in T3 was seen clearly in Figure 1. The 

aides also obtained a lower frequency in T3 than they had in T2. 

Four subjects in each group obtained lower rates in T3 than in 

the previous training intervention period. Teachers and aides 

together obtained a substantially lower rate than in T3 but only 

slightly lower than in the baseline period (Figure 2). 

The decay factor is clearly seen in Figure 3. Both 

teachers and aides declined from T2a to T2b. The teachers de

clined much more dramatically than the aides. They continued 

this pattern of decline during the third training period. The 

decay in T3b was quite sizable, dropping to less than half of the 

T3a rate. The aides reversed the pattern. They increased their 

rate in T3b. While the teachers reached their lowest rate of the 

study in T3b, the aides reached their highest. 



M
e
a
n
 
F
r
e
q
u
e
n
c
y
 
o
f
 
A
d
u
l
t
 
V
e
r
b
a
l
 

P
r
a
i
s
e
 
S
t
a
t
e
m
e
n
t
s
 
P
e
r
 
H
o
u
r
 



76 

£ 50 
o .•#,««Teacher 
® Means 
F-t 
ftj • — ̂^Aide 
(/) V Means 
4-i • 
5 40 • QJ • 
6 • . 
a> • 
m • <0 • 
•P • 
CO 

s 
H 30 
u • • 
A • • • • 

f0 
,Q 
<D 

^  20  

3 
32 • < 

c 10 

I - ^ 
o" 
0) 
u. 
c (0 
qj n . 
s u 

Base
line T2a T2b T3a T3b 

Figure 3. Verbal Praise Rates of Teachers and Aides for Both 
Segments of T2 and T3 



CHAPTER 5 

SUMMARY, CONCLUSIONS, IMPLICATIONS, PROBLEMS, 
RECOMMENDATIONS FOR FURTHER RESEARCH, AND 

REVISION OF THE TRAINING MODEL 

Introduction 

In this final chapter, the study will be summarized and 

the findings explored. The problems encountered during the study 

will be examined; suggestions for future researchers in the public 

school environment are integrated through the chapter. The pres

ent state of teacher training will be reviewed and revisions for 

the model will be offered. 

For this study, behavioral data were recorded in five 

public school classrooms for a period of eight months. The 

study was conducted from October 20, 1969, through May 28, 1970. 

The focus was on assessing three training model components for 

teaching adults to use verbal praise in the classroom. 

The initial procedure involved workshop training of the 

site coordinators. It also included reading a booklet on the 

classroom application of behavior modification. All ten subjects 

and the three site coordinators read the booklet. The second 

training procedure consisted of a day-long workshop for all sub

jects and observers. Lastly, the teachers participated in a 

videotaped micro-teaching activity while the aides observed. 

77 
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The rates of verbal praise for both groups increased 

after all training. Three of the individual teachers' rates de

creased after training while all of the individual aidesT rates 

increased. 

Both groups increased in rate during the first two train

ing procedures, but declined after the videotaping intervention. 

A decay factor was seen in the second and third training periods 

for both groups, but was much more dramatic for teachers than 

aides. Teachers' rates decreased sharply in T2b and T3b, the 

periods farthest removed from training. The aides' rates de

creased in T2b but rose in T3b to its highest rate of the study. 

The Problem 

The purpose of this field study was to design and evalu

ate the effects of a training model for teachers and aides based 

on observed rates of adult-dispensed praise in the classroom 

setting. 

Results and Interpretative Discussion 

The results of this study suggest that the increases in 

the rate of teacher and aide verbal praise in the classroom were 

due to the training procedures . The data seem to indicate that 

the first two interventions were quite effective in raising the 

verbal praise rate of the aides and less effective for the teach

ers. The third procedure appeared to be the least effective. 
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Here the teachers' rates declined sharply from 32.17 to 19.98. 

The aides' rates changed only slightly, declining from 9.37 to 

8.76. Further examination of both the T3a and T3b segments of 

this period, however, indicates less decline immediately after 

training. 

The effectiveness of the training model components in 

relationship to the results is examined. Interpretation of the 

findings are presented according to the experimental questions 

asked in the study. 

Experimental Question 1 

How did the subjects' rate of praise change after all 

training? 

There are indications that the training model developed 

for this study was effective in increasing the rate of verbal 

praise in both groups of subjects. 

Teachers. The teachers' rate of praise increased from a 

pre-experimental baseline of 23 .62 to a post modification rate of 

26.45. Examination of individual rates revealed that three of 

the teachers' rates actually declined after training. Further 

discussion of these three subjects is necessary in adequately 

evaluating the effects of training. 

One subject (S2) obtained unusual rates from the begin

ning of the study. S2 achieved an uncommonly high baseline rate 

of 65.74. After T1 her rate rose to 74.70, suggesting substan

tial response to training . After T2 and T3 her rates fell to 
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58.03 and 32.71 respectively. Thus, her total experimental fre

quency was below that of the pre-experimental rate. The lower 

experimental rate appears to be a function of the high baseline 

frequency along with the lower rates of the last two training 

periods. This decline does not necessarily indicate that the 

subject was unresponsive to training. The subject's lower rates 

in the last two periods perhaps indicate a "thinning-out" of 

verbal praise. Thinning, or less frequent delivery of the re-

inforcers (in this case, verbal praise), is a powerful tool for 

developing strong, stable responses. Thus, it is an important 

procedure; one that should be part of most intervention plans. 

Teachers using behavioral techniques should understand the thin

ning procedure and apply it. The important point is that pro

ficiency in the use of verbal praise should eventually produce 

lower rates of praise. This subject's high rates possibly indi

cated the need for the thinning process to occur. Her decline 

from 65.74 during baseline to 51.75 for training was partially 

responsible for depressing the post training gains for the teach

ers . Totally excluding S2 from all data presented a more realis

tic baseline frequency of 13.10 and a training rate of 20.13. 

This exclusion more than doubled the rate for the remaining four 

subjects. 

Two other subjects (Sj_, S3) also dropped just below their 

baseline rates. Neither ever achieved high rates, the highest 

point for either being 9.80. It appears that training procedures 

did not increase the verbal praise rates for these two individuals. 
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The dramatic decline in the third training period also 

depressed the overall training rates for the teachers. If the 

data for T3b were excluded, the overall training mean would rise 

from 26.45 to 30.50. The result is a much more substantial gain 

over the baseline rate of 23.63, indicating a definite positive, 

but tentative, effect due to training. The causal factors for 

this occurrence are examined in this chapter under discussion of 

the third experimental question. 

It appears that the training procedures had a positive 

but temporary effect on this group and for at least three indi

viduals in the group. 

One final point concerning the overall effects of train

ing has to do with the intervening variables of age and experi

ence. The teachers who showed the greatest gains in rate over 

baseline (S4, S5) were the two youngest teachers with no previous 

classroom experiences. S2, who reached the highest rate of all 

the subjects, had had two years teaching experience and was ap

proximately thirty years old. S^, who declined to just below 

baseline, had had two years experience. She was twenty-four 

years old at the time of the study. S3, who declined the most, 

had had over twenty years classroom experiences and was approxi

mately fifty years old. The sixth subject, who refused to par

ticipate in the videotaped micro-teaching experience also had 

over twenty years experience as a classroom teacher. It appears 

that lack of years and in experience may be variables that help 

to produce positive effects of training. 
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Aides. Each aide increased substantially over her base

line rate, indicating learning and acquisition of skills. The 

teachers achieved the greatest frequency} but the aides made the 

greatest gains in terms of percentage of increase. 

The large frequency differences that were expected be

tween the two groups of subjects did occur. Several hypotheses 

can be offered as to why the groups differed so greatly in rate 

of praise. 

The aides' rates possibly indicate that using verbal 

praise was a difficult task, one that was not easily acquired. 

Or, it could indicate that the training procedures were more 

functional for the teachers. Possibly the site coordinators de

voted more time to the training of teachers than to the aides, 

especially in the initial training stages. Or, the differences 

reflect different classroom rates for the two groups. Generally, 

aides are not expected to "teach." Teachers are given the teach

ing responsibilities and aides are cast as helpers, assistants. 

In these secondary roles, aides' tasks often require less inter

action with children. The low rates for the aides may not then 

totally reflect their skill. Perhaps they reveal an unequal op

portunity to engage in praise. This can only be supposed, as the 

data do not report teacher and aide activities during observation. 

Experimental Question 2 

How did the subjects' rates of praise change after each 

training intervention? 
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As indicated in Chapter 4, both groups increased in fre

quency during the first two training procedures. It appears that 

the interventions were responsible for producing positive in

creases of verbal praise. 

The pure effects of each training intervention could not 

be assessed, partially because of the uncontrollable variables 

encountered in the natural environment of the public school, but 

also because successive training interventions with the same sub

jects produce cumulative effects. It could not be ascertained, 

for example, how much of the first training procedures was re

sponsible for growth after the second training intervention. 

Nevertheless, the data indicated greater positive changes 

after T2 than after Tl. This was not unexpected. Certainly 

the direct involvement of the subjects in the workshop would 

have more effect than the workshop for their trainers, the site 

coordinators. Only two subjects (S2, S3) declined from Tl to 

T2. The data indicated that the decline for S2 was probably a 

function of the thinning process. For the decline from 6.64 

to 5.88 was so slight as to be no change at all. 

The total data for third intervention raised questions 

as to the merits of the procedure. It is not surprising that 

the aides did not increase for they were merely observers. It 

is surprising, however, that the teachers' data declined as it 

did. Although the rate in T3a was much higher than for T3a and 

T3b combined, the rate still declined from T2. 
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Speculation as to why the procedure did not produce the 

expected increase includes three possibilities: 

1. The procedure was not a good one, and would not have 

raised the rates under the best conditions. 

2. The teachers had reached an adequate rate and were thin

ning their rates of praise. 

3. There was a general "end of the year" effect. 

The first theory is implausible. The procedure seemingly 

is theoretically sound. The research literature indicates both 

verbal and visual feedback are effective training procedures. 

The intervention was well executed. 

There is some support for the second theory. The high 

rates of both S2 and S5 indicate that thinning possibly did take 

place. S2 declined from a T2 rate of 59.03 to a T3 rate of 

32.71. S5 went from 65.00 to 30.00 for the same two periods. 

Their high rates in T2 strengthen the interpretation that thin

ning was largely responsible for the decline. It suggests that 

the procedure was more effective than a superficial initial 

examination of the data suggests. 

It can be theorized that the third period data may have 

been affected by an "end-of-the-year-let-down." The phenomenon 

is often characterized by an "it's too late now" attitude 

coupled with a flurry of administrative activities such as book 

counts, materials inventory and report writing, and the pressures 

of deadlines. These activities remove teachers from the normal 
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amount of interaction with pupils, thus reducing their amount of 

verbal behavior. This would, of course, be reflected in the 

verbal praise rate. There is some support for the theory in that 

the aides' rate in T3b rose to the highest level of the study. 

If there were a changing of roles during the last few weeks of 

school, it may have occurred as teachers recognized that aides 

were becoming skilled. Or, perhaps it occurred as teachers were 

forced to turn their attention to administrative matters. 

Experimental Question 3 

Did the subjects' rate of praise stabilize over an extended 

period of time? 

The data clearly indicate that gains due to the last two 

training procedures were not maintained beyond a three-week 

period. It is difficult to specify the precise factors respon

sible for this lack of durability. Learning theory can provide 

some possibilities. 

Operant learning theory predicts that newly acquired be

haviors that are often weakly established will eventually disap

pear if there are not reinforcing consequences. Repetition alone 

will not automatically strengthen behaviors. The data reveal 

that the verbal praise behaviors were, for the most part, only 

weakly established. Hence, the necessity for reinforcing conse

quences. The reinforcers needed to maintain verbal praise can 

only be supposed. Improved behavior of the children would be the 

most natural and perhaps a powerful reinforcer. Recognition from 
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the training staff would possibly also serve to increase or main

tain verbal praise rates. If these reinforcers were infrequent, 

were terminated, or in fact never occurred, training gains would 

be only temporary. 

Teachers perceive that what they are doing is working and 

they need assistance if it is not working. Teachers learning new 

classroom skills frequently meet with problems. If assistance is 

not available, they tend to become discouraged and to eventually 

discard the new techniques. In the Bicultural Project the site 

coordinators were to provide support in order to maintain and 

increase the new skills. Perhaps, then, the decay in the rates 

can be associated with the site coordinator variable. This pos

sibility is examined in the next section. 

An examination of individual teacher data (Table 8, 

p. 65) revealed some teachers using a rate of praise that could 

have been lessened ("thinned") as the children came under better 

behavioral control. The same does not appear to be true of the 

aides' rates (Table 9, p. 72) which were much lower than that of 

the teachers. Thus, an increase from T3a to T3b for four of the 

five aides does seem reasonable. The aide with the highest mean 

in T3a was the only one whose rate declined in T3b. 

Factors affecting the lack of stability in the dependent 

variable can only be assumed. It is doubtful that the fluctua

tions can be traced to any one factor. It is more probably true 

that each of the ten subjects' rates were affected by multiple 

variables. 
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Problems 

No study is without problems, but field studies have an 

abundance of them. In spite of the problems, the staff of the 

Bicultural Project were successful in their efforts to develop 

and implement a group process approach to bilingual education. 

Also, the results of the present study indicate positive gains. 

The following is a presentation of the problems encountered by 

the experimenter. Hopefully, they will serve as precautions for 

researchers who implement experiments in public school environ

ments . 

Control 

Working within the school magnifies control problems. 

Some occurrences cannot be prevented, eliminated, or measured. 

In this study, it was impossible to control the subjects' influ

ence on each other by casual sharing of experiences, opinions, 

and ideas. Also, outside influences such as written articles and 

television programs could not be controlled. One subject com

mented that a dramatic television play on behavior modification 

was most valuable to her. 

The effort made to build communication with the adminis

tration was not as effective as was hoped. Some incidences would 

not have occurred had there been better communication between the 

administration and the project staff. For example, it was dis

covered (almost accidently) that a graduate student from a nearby 

university was providing a weekly behavior modification seminar 
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in one project school. Two subjects attended some of these 

sessions. 

The Bicultural Project consisted of many components, of 

which this study was one . Training used to develop teacher 

skills in one area often overlapped with other areas. For exam

ple, some subjects were being trained with the case study method. 

These sessions focused on instructional procedures, classroom man

agement techniques, and behavior of individual children. The ef

fect of this training on the verbal praise rate could not be 

measured. 

Attitudes 

Unfortunately the teachers participating in the Bicultur

al Project were not volunteers. They were asked to participate by 

their principals. Not all teachers were enthusiastic about the 

project. None of the subjects totally refused to participate, but 

one teacher had to be dropped from this study because she refused 

to participate in the videotaped micro-teaching intervention. 

Despite the efforts of the Bicultural Project staff, the 

project did not become an integral part of each of the three 

schools. Those not deeply involved in the project seemed to view 

it as an appendage to the ongoing system. This attitude did not 

result in much administrative support for the project's goals. 

There was at least one example of administrator resistance 

to the project. The principal of one of the participating schools 

in this federally funded program told his teachers that they did 
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not have to cooperate at all with the project's staff. (On the 

brighter side, one principal was so enthusiastic about the skills 

his teachers were learning that he expressed the desire to have 

all his teachers trained in "positive reinforcement.") 

The total Bicultural Project might have worked better 

than it did had it not been located at three different schools. 

This division made it difficult to establish a mutual project 

feeling with those working at the three sites. The small number 

of project participants at each school was somewhat isolated from 

each other and in some ways from their school colleagues. 

Data Collection 

The noise level of the classroom sometimes hindered re

cording. These open classrooms, with their emphasis on communi

cation and activity, made hearing of teachers and aides difficult 

at times. 

Initially, there was a problem concerning the role of the 

observers. Some teachers frequently called on them to assist, to 

serve much as aides. Observers, who had not been prepared for 

this problem and who found working with children pleasing, some

times did serve in the aide role in the early weeks of the 

program. 

Because the Bicultural Project included many goals, the 

same observers collected data on many different experimental 

questions. With these duties, and because of absences, 
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resignations and emerging priorites, several days and even weeks 

passed with no data collected for some subjects. 

Training Conditions 

Training conditions and facilities were generally of good 

quality. For the site coordinators' workshop they were excellent. 

The conditions for the videotaped procedures varied. Videotaping 

in the classrooms of four teachers while the children were being 

supervised on the playground presented some problem. The chil

dren were curious to watch and frequently returned to peek in the 

doors and windows or enter the classroom to watch. Often the 

teacher diverted her attention from the task to remind the chil

dren to return to the playground. One teacher decided to have 

all the children remain in the room to work at various tasks. 

This was the most disruptive of all. The teacher could not re

move herself from responsibility for the children even though 

they were being supervised by another adult. Hence, she was man

aging concurrently the classroom and participating in the lesson. 

Trainers 

The trainers of the Bicultural Project, of which this re

search study was a part, recognized the need for supportive, on-

site personnel in order to provide effective ongoing in-service 

training. The site coordinator's position was designed and in

corporated into the project as an outgrowth of this recognition. 

It was hoped that these coordinators would add stability to the 

project through their availability and skill in relating the 
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research with the teaching activities. They were to be trainers 

who were to consult with and demonstrate the target behaviors, 

and in other ways assist the subjects in acquiring new teaching 

skills. Having supportive on-site personnel to carry out train

ing has not been noted in previous behavioral training projects. 

Ward and Baker (1968) did visit their training sites to specify 

the behavior problems and the behaviors that should be reinforced. 

Knowles (1971) provided in-class supervision on his training proj

ect. He considered this aspect of his training invaluable. As 

far as this researcher could determine, providing continuous on-

site coordinators to serve as the supportive base for a training 

project has not been previously reported. 

The value of these personnel has only been indirectly 

measured by the study. One site coordinator was thought of as 

outstanding by the project manager. The teachers (S2, S5) under 

her supervision were the subjects who achieved high baseline 

rates and who achieved the highest rates during the study. Per

haps this indicates that there was indeed an influence on the 

data due to the expertise of this person. 

The decay factor may, in some part, reflect the abilities 

of the site coordinators . The two subjects previously mentioned 

were apparently thinning their rates of praise by the third in

tervention, an indication of their skill. The decay factor may 

have been prevented had all the site coordinators been skillful 

enough actually to support the specific training interventions. 



Re commendations 

This study attempted to evaluate and refine a proposed 

training model. There is need to review the training procedures 

in relationship to previous training experiments, summarize the 

present state of teacher training in behavior modification tech

niques, and make recommendations for the future. 

Although the training procedures were not uniformly suc

cessful with all subjects, the findings suggest their value. The 

training model designed for the study contains no purely innova

tive component; related procedures have been used and reported 

previously. 

A wide variety of workshop formats have been used for 

training. Generally, researchers have supported their value. 

Madsen, Becker, and Thomas (1968), Andrews (1970), and Becker, 

Madsen, Arnold, and Thomas (1967) obtained data that supported 

the merits of workshop type procedures . Others have not been as 

enthusiastic. Ward and Baker (1968), Knowles (1971), Krumboltz 

and Goodwin (1966) personally supported the workshop value but 

did not achieve significantly positive results from them. 

The present study indicates the value of workshop train

ing. The five training techniques of modeling, guided observa

tion, guided practice, feedback, and discussion appear to be 

useful procedures within the workshop format. Unlike the major

ity of the previously cited research, and in response to Tharp 

and Wetzel's (1969) appeal for better recorded training 
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procedures, the study does detail the workshop contents, outlin

ing format and procedures. The five elements were not measured 

as separate independent variables. Therefore, their individual 

effects are unknown. The overall, measured effect indicates that 

the workshops did strengthen the rate of verbal praise for 

teachers and aides . 

The workshop format needs refinement. Certainly it must 

be responsive to the subjects' teaching skills. The training 

elements must be closely related to the actual teaching situa

tion. Ideally, every subject should practice the new skills 

under expert supervision. 

Previous research also indicates the value of videotaped 

micro-teaching activities. The format followed for this study 

has some unique aspects. It was of short duration, lasting ap

proximately an hour for each teacher. The practice-feedback 

sequence has not been previously reported. The present study in

dicates that the procedure is valuable. But, it lends support to 

Bailey and Wehr's (1971) findings that the procedure may be too 

aversive for some teachers. More information is needed about the 

technique. 

Behavior modification offers teachers procedures that 

will assist them in helping all children reach their full poten

tial. How to pass these skills on to teachers is a question 

worthy of research and exploration. 



94 

Previous research provides only a small portion of the 

information needed to design an excellent training model. Future 

researchers should continue to focus on systematic measurement of 

specific training procedures with few subjects. Perhaps more 

single subject designs would be of value in further exploration. 

It is becoming apparent that training teachers to apply 

behavior modification principles is difficult. Researchers must 

accurately document their training procedures in the future. 

The study revealed an apparent decay factor after train

ing. It indicates that training gains are not easily maintained 

and certainly will not be unless follow-up training and support 

are provided. Maintaining changes appears more difficult than 

initiating them. Researchers have not dealt with the problem of 

maintenance. The topic needs more explanation with concrete, 

specific preventative procedures offered. 

The need for a specified and comprehensive model of con

sultation is clearly indicated . Those who will learn from those 

change agents who work within public school systems can no longer 

afford the donation of their time, energies, and efforts to those 

who follow desultory and often unspecified, unclear, and untried 

methods of consultation and training. 

The value of this research can best be thought of in 

terms of identifying and examining factors that affect adult ac

quisition of verbal praise skills. Hopefully, it has clarified 

some of the environmental variables which are important in 
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teacher training. Further investigation of such variables should 

certainly be conducted by others so that the most effective pro

cedures can be made available to proponents of behavior modifica

tion principles . 

Revision of the Training Model 

The experiences afforded the experimenter during the 

study and continued work in the field prompt the following com

ments and revisions. 

The general format should remain unchanged. The site co

ordinator workshop, the teacher and aide workshop, and the video

taped micro-teaching procedure should all remain as training 

elements. The specific features within each workshop would not 

be changed. Guided observation of demonstrations, guided teach

ing practice, guided recording practice and discussions are the

oretically sound features. The following changes would 

strengthen the model. 

Site Coordinator Training 

Most site coordinators will need extensive training. Be

havior management techniques are still new to many. Most proba

bly these people will need training in learning theory and 

classroom application. They should have more time to practice 

behavioral techniques under supervision. In the initial workshop 

they practiced under supervision with one child. Considering the 

shaping principle, the coordinators should then practice with 
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small (2-4), moderate (5-15), and large (16-35) groups of chil

dren. Not all coordinators will need the same amount of practice 

and the trainer will have to be sensitive to their differences. 

Certainly, site coordinators will need training in the 

techniques of consultation. They must acquire the consulting 

skills that will assist them in establishing and maintaining com

munication with the staff. This would include specific tech

niques for building harmonious relationships and enthusiasm with 

teachers and aides. The site coordinator must also be able to 

translate the language of the behavior modifier into the language 

of the classroom teacher. Technical, psychological terms often 

have little meaning to teachers. The availability of a workable 

technology is of little use if it cannot be meaningfully dis

cussed with school staffs. 

Site coordinators must also acquire the skills of the 

trainer through a specified training program. They must learn 

how to design and evaluate workshops and other training proce

dures . They must learn how to incorporate the components of 

modeling, cueing, and reinforcing desired teacher behavior into 

their training. Although teachers are taught to use these three 

components that make up the behavioral model, trainers seldom 

apply them to their training procedures . 
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In addition to workshop training, the site coordinators 

should attend weekly meetings with the project director,* These 

meetings would provide continuous, supportive training for the 

site coordinators and would also keep the director aware of the 

current status of the site coordinator's work. The precise de

sign of these meetings should be responsive to the needs of the 

site coordinators. They must be well planned, informal, and not 

held on the site coordinators' own time. 

The training of the site coordinators cannot be overly 

stressed. These personnel must be extremely skillful. While 

the success of the project hinges on many aspects, the site coor

dinators' expertise is certainly one of the most vital. 

Classroom Personnel Training 

The format of the workshop for teachers and aides should 

remain essentially unchanged. However, teachers and aides also 

should practice behavior management skills under supervision, 

probably during the workshop. The guided demonstrations which 

model appropriate teacher behaviors do not insure imitation of 

the behaviors of the trainees. Ideally, the site coordinators 

would be sufficiently skilled to conduct several practice ses

sions for each teacher and aide . The one-day teacher-aide 

*The site coordinators in the Bicultural Project did meet 
frequently with a supervisor. These meetings dealt with all as
pects of the total project, in addition to behavior management 
procedures. 
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workshop should be extended so that teachers and aides could 

practice with individual or small groups of children. 

Videotaped Micro-Teaching 
With Feedback 

The original training model provided immediate feedback 

of the subjects' performance during the videotaped intervention. 

This procedure would perhaps have been more effective had it oc

curred at least twice for each trainee. A time interval of from 

four to ten days is recommended between the videotaped sessions. 

This would give trainees opportunity to apply the skills in their 

classroom, discover problems, and experience successes and 

failures. 

In addition to this type of feedback, the experimenter 

recommends that project directors consider having subjects review 

their own data periodically. For some the procedure would be too 

aversive. For others it would be a positive, informative proce

dure that would increase the rate of the dependent variable. 

Summary 

Hopefully, the training procedures and suggestions pre

sented in the body of this paper will be useful to others and 

will stimulate new ideas concerning effective teacher training 

methods. Further delineation of the skills needed by any 

trainer-consultant to public school agencies is needed. It is 

no longer permissible to leave these skills to whim and chance. 

A model of consultation is needed. 



APPENDIX A 

TEACHER SKILLS 

The skills needed to enable the teacher to create this 

positive learning environment were analyzed as follows: 

1. Skills in organizing the physical environment to facili
tate small group instruction. 

2. Skills in organizing materials into learning centers. 

3. Skills in providing small group and individualized activ
ities based on specific objectives and skill levels of 
the children. 

4. Skills in modeling language, both Spanish and English, 
and extending and elaborating the children's language, 
both Spanish and English. 

5. Skills in using positive reinforcement techniques to im
prove children's academic and social functioning. 

6. A knowledge of the Mexican-American culture and the 
skills to implement and extend this culture in the class
room setting. 

7. Skills in organizing small group activities so that peer 
teaching occurs. 

8. Skills in identifying and teaching socialization skills 
such as cooperation, leadership, task persistence, self-
management, information seeking, and group participation. 

The training program was organized to promote the develop

ment of these skills. 
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APPENDIX B 

TEACHER REINFORCEMENT PRACTICES 
SCHEDULE AND INSTRUCTIONS 

General Instructions 

The Teacher Reinforcement Practices Schedule has been 
developed to measure the teacher's use of contingent verbal 
praise in the classroom. This schedule will be used throughout 
the school year to measure changes in the teacher's use of ver
bal reinforcement. 

The observer should refrain from interact ing with the 
children during the course of his observation in order not to 
influence the usual activities which occur in the classroom. 

It is suggested that the observations be carried out for 
ten consecutive five-minute periods with a one to two minute rest 
interval between each observation period. A stopwatch should be 
used. 

At times the observer will be joined by a second observer 
in order to obtain a reliability estimate. Be sure to arrange a 
signal between the two observers so that the stopwatch may be 
started and stopped at the same time. 

Using the criteria described below, the observer will 
make a hash mark in the appropriate column for each occurrence 
of the teacher's use of verbal praise. The recording for each 
five-minute interval is to be done on a separate line. 

Contingent Versus Non-Contingent 
Reinforcement 

In order to accurately record the teacher's behavior on 
this form, it is necessary that the observer understand the dif
ference between contingent and non-contingent praise. Non-
contingent praise is not clearly related to a specific behavior, 
whereas contingent praise clearly follows a specific behavior of 
either an individual child or a group of children. An example of 
contingent social reinforcement would be the teacher saying 
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"Good, Johnnie," after he reads aloud or hands in a completed 
worksheet. Another example would be the teacher saying to the 
class as a whole, "I liked the way you all came in so quietly 
from recess today." The behaviors which you are to record are 
those which indicate verbal approcal or verbal praise which fol
low some behavior of the child's. 

Recipient of Reinforcement 

The recipient of the verbal approval may either be an in
dividual child (I) or a group of children (G). The group may not 
necessarily include the whole class. For example, the teacher 
might go over to a small group of three or four children and re
mark, "This group is working very hard." The recipient of rein
forcement would be coded under G for group. 

Generalized and Behavior Specified 
Reinforcement 

A second consideration in recording the teacher's behav
ior is to determine whether the verbal reinforcement is to be 
classified under the generalized or behavior specified category. 
Generalized approval will usually not give the recipient an in
dication of what he did that the teacher likes. She may just 
say, "Good, Sally," or "That's fine, Mary." An occurrence of 
behavior specified reinforcement will be recorded if the teacher 
clearly indicates to the recipient what he did that is being ap
proved. For example, the teacher may say, "I liked the way the 
class was so quiet in going into the lunchroom today," or 
"Johnny, you were very polite to wait your turn for the puzzle." 
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APPENDIX C 

CLASSROOM OBSERVERS' MEETINGS 

Objectives 

1. To provide continuing training to the classroom observers 
in the use of the various observation schedules . 

2. To schedule the weekly activities of the observers. 

3. To receive feedback from the observers regarding any 
problems encountered in using the observation instruments. 

4. To discuss and plan revisions in the observation instru
ments based on observer feedback. 

5. To provide training in the use of videotape equipment in 
the classrooms. 

6. To train the observers in techniques of providing feed
back to project teachers» aides, and site coordinators. 

7. To acquaint observers with project objectives and their 
role in implementing these objectives. 

History and Relationship to Training 

The observer meetings have been held weekly from the be
ginning of the project. They are conducted by the Research Field 
Representative and the Research Assistant. An agenda for each 
meeting is prepared by the Research Field Representative in con
sultation with the Project Director and Project Manager. In the 
early stages of the project the meetings were principally devoted 
to training the classroom observers in the use of the observation 
schedules. This included training in both observing and record
ing skills. Their feedback to the research staff has resulted in 
many revisions of our observation instruments. As the observers' 
proficiency in using the instruments has increased, this type of 
training has decreased in frequency and more time is now being 
devoted to the accomplishment of the remaining objectives. 
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Since the behavioral observation schedules provide infor
mation as to the progress toward project objectives, it is impor
tant for the data to be given back to teachers in a meaningful 
way. This type of training is now being given to the observers. 
They are also being trained in graphing data and interpreting 
graphs, skills which should help them in relating their data 
findings to teachers. 

Continuing training in the use of the video equipment is 
being conducted. The observers receive training in technical 
skills and also are trained in the appropriate kinds of activi
ties and behaviors to tape. 

Evaluation 

These weekly meetings appear to be essential if observers 
are to efficiently perform their classroom duties. Objectives 
one through four and also six have been accomplished very effec
tively. Training in the use of video equipment (objective five) 
has not been as effective as we might wish. Difficulties in ob
taining experienced persons to do this training have been en
countered. The Research Field Representative and Research 
Assistant have provided most of this training and their other 
duties limit the amount of time they can devote to this activity. 
Since all other objectives seemed more pressing than number seven, 
we have perhaps neglected somewhat to make the observers fully 
knowledgeable regarding overall program goals and their role in 
facilitating the attainment of these goals. Including the ob
servers as participants in some of the regular in-service train
ing workshops is one method we are beginning to use to help in 
meeting this objective. Their recent participation in a Behavior 
Management Workshop was very valuable and seems to have increased 
the observers' enthusiasm and cooperation. We will continue to 
work toward progress in all of the objectives . 



APPENDIX D 

DESCRIPTION OF METHOD USED TO COMPUTE 
INTER-OBSERVER RELIABILITY 

When, in a given interval, there may be many different 

numbers, divide one total by the other as in the following 

formula: 

X2 

N 

1 

\ 
\ XC1 

Where X^ = the larger score obtained by one observer 

X2 = the smaller score obtained by the other observer 

X3 = the total number of intervals recorded 
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APPENDIX E 

MEAN PERCENTAGES OF AGREEMENT OF 
INTER-OBSERVER RELIABILITY 

Teacher and Aide Reinforcement Practices 

General to Individual 88% 

General to Group 98% 

Specific to Individual 92% 

Specific to Group 97% 

Mean for All Categories 93% 
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APPENDIX F 

TRAINING PAMPHLET: BEHAVIORAL TEACHING* 

The behavioral approach to classroom management (teach

ing) is a way of working with children that has been successful 

in many kinds of teaching-learning situations. It is not just 

somebody's theory about that might work with children. Behav

ioral techniques have been applied in many classrooms under re

search conditions and found to be very successful in changing 

children's behavior. These same successful results have occurred 

again and again so that there is no doubt as to the value of 

these procedures. 

The behavioral approach has been used with great success 

in special education programs for children with deviant behaviors. 

Classroom teachers are beginning to discover them and apply them 

in their classrooms to children with disruptive behaviors. Some 

teachers have used this approach with whole classes and have suc

cessfully increased motivation and learning, decreased discipline 

problems and teacher-pupil conflicts, and generally established a 

more pleasant atmosphere for both teachers and pupils. 

*Pamela H. Hoecker, Child Development Laboratory, Depart
ment of Psychology, University of Arizona, 1970. 
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Discipline 

The problem of disciplining children is one that every 

teacher faces . Usually we discipline children by the use of 

punishment or threats of punishment. Children who run around 

the room, throw tantrums, or are aggressive are usually punished 

so they will not be "bad" again. All teachers are familiar with 

the usual punishment techniques: scolding, sending the child to 

the principal, isolating him from the rest of the class, deten

tion after school, paddling, etc. Many teachers are not happy 

with these techniques and are searching for better ways of deal

ing with misbehaviors . Behavioral techniques provide an alterna

tive to the teachers who dislike punishment and who are willing 

to try new ways of working with children. 

The Focus Is on Specific Behavior 

Specifically, behavioral techniques focus on the actual 

behavior of children. Instead of describing children as "bad" 

or "disruptive" it is better to describe what they do that makes 

them "bad" or "disruptive." Hitting others, tearing up books, 

stealing, and yelling out during quiet times are examples of 

specific behaviors. It is important that both the "bad" (in

appropriate) and the "good" (appropriate) behaviors are specified 

when discussing individual children. Teachers are specifically 

interested in changing two kinds of children's behavior: 

1. Behaviors that interfere with learning and social adjust-

ment and which should be reduced or eliminated. Children 
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who cry excessively, do not participate, or are aggres

sive are probably missing out on much of what is being 

taught in the classroom. Also, they are probably not 

very popular with the other children and are not develop

ing normal social relationships and skills. 

2. Behaviors which the child does not perform or performs 

very seldom. Often we assume that when a child is pun

ished for grabbing a toy from another child he will stop 

doing that and start asking for the toy, or waiting for 

the toy. This is a mistake, for very often the child 

will not have these alternative skills because he has 

never been taught how to ask or how to wait. Teachers 

cannot assume that the child knows other ways of behav

ing'. These appropriate behaviors must be taught and 

strengthened so that the child uses them frequently. 

Other appropriate behaviors that children need to learn 

are: listening, cooperation, attending, sharing, etc. 

Every teacher can list many skills she considers appro

priate for the children in her class . 

Duration, Frequency, and Amplitude of Behavior 

When observing the child in order to identify specific 

inappropriate behaviors, more than just the behavior itself needs 

to be considered. The duration, frequency, and amplitude of the 

behavior should be considered. 



Duration 

Many behaviors are inappropriate for school only because 

of their duration. Most teachers can tolerate ten seconds of 

pencil tapping. Few teachers can tolerate three minutes of pen

cil tapping. So while a behavior may not be inappropriate in 

itself, its duration may make it inappropriate. 

Frequency 

While a teacher may not be bothered by ten seconds of 

pencil tapping once a day she will probably be extremely bothered 

by ten seconds of it once every five minutes, or continuously 

through the day. The frequency of pencil tapping would probably 

make it disruptive to the teacher and to the children. 

Amplitude 

Quiet pencil tapping audible only to the pencil tapper 

would probably not bother anyone else. Once the amplitude in

creases, however, it might become disruptive behavior that may 

interfere with learning. 

The levels of tolerability for frequency, amplitude, and 

duration of a behavior are dictated by that behavior. Hitting a 

child in the head with a baseball bat just one time would be too 

frequent and could not be tolerated. 

Inappropriateness or appropriateness of behaviors is 

often situation-bound. Leaving the room is appropriate when the 

class is dismissed. It is usually not appropriate in the middle 
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of a lesson. Yelling is not an appropriate way of getting a turn 

to contribute to the class discussion. It is quite an appropri

ate way of contributing during a baseball game . 

Behavior Is Learned 

Children are not born with "good" or "bad" behaviors. 

They learn to behave in a way that will pay off. A child who 

does his school work and cleans up after himself, for example, 

has learned to do this because it has paid off for him in the 

past. The pay off (reward) may have been his teacher's attention 

and approval. Almost every classroom has children who follow 

teacher directions, obey class rules, finish assignments correct

ly, and in general follow the class rules. Often these children 

are being appropriate because their teachers show their approval 

by giving them special attention (smiles, praise) and privileges. 

There are many rewards for the child who engages in a school-

appropriate behaviors . 

Because behavior is learned, increasing emphasis is now 

being given to the environments and the people in these environ

ments who teach children how to behave. In the home, of course, 

the parents are usually responsible for this teaching. In the 

school environment, the teachers are the ones with this 

res ponsibility. 

Behavioral teaching techniques are based on the fact, 

then, that teacher behavior has a great deal of effect on chil-

dren's behavior. Teachers who have discovered and used this 
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power have been amazed at the dramatic improvement in children's 

classroom behavior with no additional outside treatment for the 

child or attempts to work in the home. The results show that 

teachers alone can serve to improve childrenTs behavior in their 

classrooms. Teachers have learned not to expect less from chil

dren who come from impoverished, aggressive, or disruptive homes 

because these children can learn to be appropriate in school like 

anyone else. 

The Consequences of Behavior: 
Reward and Punishment 

With the understanding of behavioral techniques teachers 

and parents are beginning to realize that important events occur 

after behaviors are performed. These events are important be

cause their rewarding or punishing nature will determine whether 

the behavior is learned or not. In other words, the consequences 

of the behavior will affect the frequency, amplitude, and dura

tion of the behavior. Generally, these consequences will be 

either rewarding or punishing events . If a child is slapped for 

eating with his fingers the behavior will probably stop. If how

ever, the adults present think he is cute and call attention to 

this behavior with smiles and approving remarks, the child will 

probably continue to eat with his fingers. The adults who are 

giving the attention and praise are rewarding the child for en

gaging in this behavior: they are teaching it. Some other ex

amples of how inappropriate behaviors are taught are: 
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The Child 

yells out: 
"teacher, teacher, 
may I be first in 
line? 

The Teacher 

•lets the child 
be first in line 

The Child learns 

-•that yelling out 
is the way to get 
to be line leader 

sits on the 
floor and screams 
when accidently 
tripped but not 
hurt by another 
child 

-goes to the ->-that screaming is 
child, comforts a good way to get 
him, and lets him lots of teacher 
sit with her un- attention 
til he feels 
better 

grabs a pencil 
from another 
child and throws 
it across the 
room 

-goes to the -»-how to stop a les-
child, scolds him son, get complete 
and makes him go teacher and class 
get the pencil attention 

Teachers also give praise and attention for appropriate behav

iors . Some examples of how appropriate behaviors are taught are: 

The Child 

helps another 
child pin up his 
picture 

The Teacher 

-says: "Thank 
you for helping, 
Charles. You are 

T tt 

The Child learns 

-vthat helping some
one else is a way 
to get teacher 

being very good!" praise and attention 

works at home 
for 3 evenings 
making a special 
space diorama to 
go with the 
science unit 

-upraises the 
child and lets 
him go to other 
classrooms to 
show it 

-vthat an extra amount 
of effort gets 
teacher praise and 
special privileges 

shares his game 
with another 
child 

lets him be 
line leader 

-•that sharing is a 
way to get special 
privileges 
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Traditionally, teachers and parents punish children for 

their misbehaviors. As observers and one time victims of school-

dispensed punishment themselves, this is the most familiar tech

nique of dealing with misbehavior. 

Punishment defined—punishment can take two forms: 

1. The infliction of something painful: This can be physi
cal or verbal such as spanking, sarcasm, ridicule. 

2. The taking away of something nice that the child likes. 
Parents may take away the use of the family car when the 
child comes home late. Teachers sometimes take away the 
privilege of moving freely around the room, sitting by a 
friend, or going on a field trip if the child misbehaves. 

PUNISHMENT DECREASES BEHAVIOR 

Teachers and parents also reward children for their be

haviors . 

Rewards defined—rewards can also take two forms: 

1. The addition of something nice that the child likes. 
This can be attention, pats, smiles, praise, or tangible 
rewards such as money, candy, or toys. 

2. The removal of something painful or punishing. Sending 
the child to the principal may be rewarding him by re
moving him from a boring lesson. 

REWARDS INCREASE BEHAVIORS 

All of us want attention, privileges, and comfort. These 

are rewards commonly found in the environments of the home and 

school. Children especially want adult attention and approval. 

In school they want the attention of the teacher and of their 

peers. Often the surest way of getting attention in school is by 



114 

Traditionally, teachers and parents punish children for 

their misbehaviors. As observers and one time victims of school-

dispensed punishment themselves, this is the most familiar tech

nique of dealing with misbehavior. 

Punishment defined—punishment can take two forms: 

1. The infliction of something painful: This can be physi
cal or verbal such as spanking, sarcasm, ridicule. 

2. The taking away of something nice that the child likes. 
Parents may take away the use of the family car when the 
child comes home late. Teachers sometimes take away the 
privilege of moving freely around the room, sitting by a 
friend, or going on a field trip if the child misbehaves. 

PUNISHMENT DECREASES BEHAVIOR 

Teachers and parents also reward children for their be

haviors . 

Rewards defined—rewards can also take two forms: 

1. The addition of something nice that the child likes. 
This can be attention, pats, smiles, praise, or tangible 
rewards such as money, candy, or toys. 

2. The removal of something painful or punishing. Sending 
the child to the principal may be rewarding him by re
moving him from a boring lesson. 

REWARDS INCREASE BEHAVIORS 

All of us want attention, privileges, and comfort. These 

are rewards commonly found in the environments of the home and 

school. Children especially want adult attention and approval. 

In school they want the attention of the teacher and of their 

peers. Often the surest way of getting attention in school is by 



115 

being disruptive. Even though this attention may be in the form 

of punishment it will probably still serve as a reward, and 

therefore the behavior will not diminish but increase. Conse

quently, the teacher will be busy much of the day putting out 

"little fires of disruption" as they occur. Of course, if severe 

punishment were threatened the behavior may then decrease, for 

the moment. 

Problems with Punishment 

While punishment is the traditional approach to disci

pline it is not the best approach. Many teachers are now avoid

ing the use of punishment because of the problems it creates. 

There are six major reasons why teachers are dissatisfied with 

punishment. 

Punishment does not last. If the threat of punishment or 

the actual punishment is severe enough, the behavior will stop 

for awhile. If the punishment is extremely severe, the teacher 

may have been successful in stopping the behavior in her presence 

for several days. However, the inappropriate behavior will prob

ably appear again when the punishment effect wears off or the 

person who dispenses the punishment leaves the immediate environ

ment . Many teachers cannot leave their children alone in class

rooms without them becoming obstreperous and disruptive. Most 

teachers know that classroom rules have to be re-taught after an 

extended time away from the school, such as Christmas vacation. 
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Punishment does not teach new behaviors. One of the 

reasons punishment does not last is because it does not teach 

children new, more appropriate ways of behaving. Often children 

do not have the skills to behave appropriately, so they must be 

taught. Teachers using behavioral techniques find that children 

learn appropriate classroom behaviors. It is no wonder that 

teachers are becoming excited about these new procedures I 

Punishment is upsetting. All teachers know that most 

forms of punishment are upsetting. Punishment usually upsets the 

teacher, the child, and the rest of the class. It disrupts the 

classroom atmosphere and engenders very real feelings of anger, 

frustration, suspicion, and dislike. Miss Jones noticed that 

Susan was not doing her work and directed her to "get busy." 

Susan, a disruptive eight-year-old, responded to Miss Jones' re

quest by sticking her tongue out at her. Miss Jones then went to 

Susan with a strong verbal reprimand. As Miss Jones was return

ing to the reading center Susan called out "dumb-dumb teacher'." 

Miss Jones immediately took Susan to the principal where the 

child was paddled. Returning to the classroom, with the weepy-

eyed and subdued Susan, Miss Jones found the children wide-eyed 

and whispering to each other. Miss Jones had the children put 

their heads down while she composed herself in order to continue 

with the routine. This kind of atmosphere hinders learning and 

is disruptive for all the children. Behavioral techniques elimi

nate these kinds of disruptions and create warm, friendly 
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atmospheres with children who feel good about themselves and 

their accomplishments. 

Punishment causes counter-aggression. Counter-aggression 

is frequently seen in delinquent or pre-delinquent children but 

can be observed at times in most children. A child who has been 

punished by his mother will often attempt to "get even" by en

gaging in some other behavior that will annoy her. The child who 

finds school a punishing place may find ways to strike back at 

the school. Some educators believe that there is a direct rela

tionship between the punishing nature of schools and the attacks 

upon the facilities and the faculties . These educators do not 

believe that violent attacks are "just something to do on a Sun

day afternoon" as some have said. They firmly believe that chil

dren do not destroy and attack those places and people who are 

rewarding to them. 

Punishment shows others how to punish. It has long been 

realized that children learn by imitating others, particularly 

adults . All adults who are around children serve as models and 

therefore as teachers. Unfortunately, children do not imitate 

just good behaviors, but imitate both the good and bad behaviors 

they see modeled by adults . Some children smoke cigarettes be

cause it make them feel "big"; they have seen adults do it. 

Adults who punish are modeling this behavior for children. They 

are showing the children how to punish. Teachers who praise good 

behaviors find that the children often imitate by praising other 

children. 
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Punishment causes withdrawal. Punishment often causes 

withdrawal from the punishing persons (teachers, parents, princi

pals ) or the places where punishment has been given (home, 

school). The child who has mentally withdrawn from school may 

frequently daydream or "tune-out" as an escape from the situa

tion. Others will dropout physically; leave the school complete

ly. Both of these withdrawals are unfortunate for they eliminate 

the child from a source of necessary academic learning. Class

room lessons may in themselves be punishing or painful for chil

dren. Dull, boring lessons or instructional material that is too 

difficult can create punishing situations. A teacher who is too 

demanding may be perceived as punishing by the children. 

To review, then, punishment: 

a. does not last 
b. does not teach new behaviors 
c. is upsetting 
d. causes counteraggression 
e. shows children how to be punishers 
f. causes withdrawal. 

Because of these problems with punishment, the behavioral 

approach eliminates it almost entirely as an effective classroom 

technique in changing behavior. In some instances with very de

viant behaviors, punishment is used under controlled conditions. 

Alternatives to Punishment: 
Behavioral Techniques' 

The behavioral approach to teaching and classroom manage

ment offers a set of techniques that replaces punishment and that 
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teaches lasting appropriate behaviors that generate positive 

classroom climates. Four main procedures are: 

1. Ignoring inappropriate behavior 
2. Rewarding appropriate behavior 
3 . Cueing appropriate behavior 
4. Shaping appropriate behavior 

None of these procedures are to be used alone. Some 

teachers have been told that the behavioral approach is equal 

to ignoring bad behavior. This is not true. To just ignore bad 

behavior would be like trying to put a puzzle together with just 

some of the pieces . A teacher who uses only ignoring will fail 

and give up. These procedures will work only by combining them. 

Ignoring Inappropriate Behavior 

Attention given to inappropriate classroom behaviors in

crease them because teacher attention is rewarding. When a teach

er attends even by scolding, she is at the same time, rewarding 

bad behavior. If she continues to do this the behavior will 

probably not diminish but be maintained. It will probably even 

increase. It is not easy to ignore bad behavior but it can be 

done. Just like any other skill, it becomes easier with prac

tice. Excessive pencil rolling, desk tipping, pencil sharpening, 

yelling out, wandering around the room can all be ignored. In 

the instance where the class "clown" is being rewarded by atten

tion (laughter) of the other children, it may be necessary to 

enlist their help. Tom, an extremely loud and disruptive second 

grader, was enjoying all the laughter and attention he was 
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getting when he ran around the room or danced on the tables . The 

teacher could turn her back on this but the children shrieked 

with laughter at Tom's antics. Tom's teacher arranged for Tom to 

be out of the class while she guided a discussion with the chil

dren about Tom's behavior. This discussion revealed that the 

children knew Tom was being silly to get them to look at him. 

With the teacher's guidance, the children decided they would not 

look at Tom when he engaged in these behaviors. The teacher made 

it clear that this would be one way that the children could help 

Tom to learn better ways of behaving. As the plan went into ef

fect the teacher found the children very good about being able 

to ignore Tom's antics. Occasionally when a child would forget 

and would turn to stare at Tom a soft reminder from the teacher: 

"Remember what we said, Dorothy," would serve to stop this atten

tion to Tom. 

Occasionally something will happen that a teacher cannot 

ignore. When this happens the next best thing to do is to give 

the behavior as little attention as possible. Greg, a six-year-

old, frequently engaged in loud, lengthy, and unnecessary crying 

behavior. Greg's teacher was quick to notice that his "injuries" 

were never serious and she learned to quickly assess the situa

tion from afar without going directly to him to examine the 

"wounds." Coming into the room one day, Greg apparently pinched 

his finger in the door and began his loud crying. Being unable 

to make the assessment from afar and being afraid that Greg may 
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actually have seriously hurt himself, she went directly to the 

boy, looked at his hand, could find no injury after careful 

scrutiny and quickly returned to her group at the math center. 

There was no attempt to comfort Greg by talking soothingly or 

sympathetically to him as she examined his hand. Greg's crying 

soon ended and he joined the class in a social studies project. 

It is sometimes necessary for a teacher to emphasize her 

ignoring to the child so that he knows his inappropriate behav

iors are being purposely, not accidentally, ignored. Some ex

amples of teacher behaviors that will emphasize ignoring are: 

The child The teacher ignores him and 

yells out the answer calls on another child 

grabs a ball from a takes a ball from the child 
child so he can take (with no attention to him) 
it outside and gives it to another child 

pushes to be first in asks another child to be first 
line in line 

Rewarding Appropriate Behavior 

Ignoring inappropriate behavior is not enough for it 

teaches no alternative behaviors . Alternative behaviors must be 

rewarded, or reinforced, so they will increase and be learned. 

It is a good idea to try to reward, or reinforce, good behaviors 

that are incompatible with the inappropriate behavior. For the 

child who frequently hits other children, the incompatible be

havior to reinforce would be keeping his hands to himself. 
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What Are Rewards? Almost all children find attention 

rewarding. Attention can be in the form of a smile, a nod of the 

head, an O.K. sign from across the room, a wink, a pat on the 

back, words of praise, etc. Attending to good behavior is a very 

powerful technique that all teachers have at their immediate dis

posal. For some teachers looking for good behavior and attending 

to it is a fairly easy habit to acquire. For others it is more 

difficult, but just as any other skill, it can be acquired with 

practice. 

There are many classroom-related rewards that can be used 

to reinforce appropriate behavior. Most children respond well to 

privileges . Some teachers allow the noisiest and most bothersome 

child to have special privileges in order to keep him quiet or 

from having a tantrum. This is a very poor way to distribute 

classroom privileges because bad behavior is being rewarded and 

is therefore being maintained and increased. The teacher is 

teaching the child to misbehave . Teachers should award privileges 

only for appropriate behavior. Some privileges available to 

teachers are: (1) taking the attendance role to the office, 

(2) being line leader, (3) cleaning the chalkboard, (4) answering 

the buzzer from the office, (5) choosing a favorite game, story, 

or activity for the class, (6) taking P.E. equipment out for re

cess, (7) passing out papers to go home, and (8) taking books or 

games home overnight. Mrs. Wills was trying to teach Jerry, a 

frequently aggressive third grader, to keep his hands to himself. 
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On Tuesday she noticed that by 10:30 A.M. Jerry had not bothered 

anyone all morning. "I am very proud of you I Today you may 

choose your favorite game for us to play during recess." 

Some teachers have revised their traditional notes to 

parents which called attention to children's inappropriate be

haviors . They are now sending notes of praise that cite specific 

appropriate behaviors . One teacher used a form that called for 

the letter to be returned with any parental comments added at the 

bottom. The morning after sending a glowing report of Johnnie 

home the teacher asked if he had brought the letter back. "No," 

he said happily, "my mother said she was gonna frame it I" This 

teacher found that the positive notes were met with enthusiasm by 

the parents which, when relayed to the children, continued the 

reinforcement from the school into the home. 

How to Reward. When rewarding a child for a good behav

ior it is important that he know what he is being rewarded for. 

Usually "that's good" does not tell him this. A better way would 

be: "That's a good way to get in line; you kept your hands to 

yourself," or "Good, Charles, thank you for putting the books 

away so neatly and carefully'." It is important that children 

know what his teacher's definition of "good" is. By giving 

praise for specific behaviors teachers are defining "good." 

What to Reward. The behavioral approach is not the "gold 

star" method that calls for dispensing of rewards for "perfect-

ness," such as is often done with spelling papers. The giving of 
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rewards in this manner is a very poor procedure for rewards given 

only for excellence will be acquired only by those capable of ex

cellence . The behavioral approach calls for rewarding children 

for THE VERY BEST THEY CAN DO. The child, therefore, who writes 

only a few begining sounds correctly on a spelling paper would be 

praised if it were THE BEST HE COULD DO. Teachers using this ap

proach remark that they have had to do more accurate observations 

and evaluations of children by using this approach. Rewarding 

the child for the best he can do means that some children will be 

praised or given privileges for lower level skills than their 

classmates. This point often discourages teachers for they feel 

it is not fair and that other children will object. Young chil

dren are very capable of understanding this idea, however, and 

teachers using behavioral techniques have found their initial 

fears in this area to be groundless . It is necessary that the 

children and the teacher discuss this along with the other class

room rules. Teachers should explain to the children that they 

are all on different levels . The teacher may say something like 

this: 

Boys and girls, you know everyone can do something 
well, and other things not as well. I know that I can 
cook very well but that I cannot play the piano very 
well. You, Bobby, are a very good kickball player, but 
you still have some trouble with arithmetic. But you 
are getting better and you are learning and that is 
good. Donna is very good in arithmetic but she is not 
very good in kickball. But that is O.K. because she is 
trying her best and doing the best you can do is very 
important. In this classroom good things happen when 
you do the very best you can do. 
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The teacher may continue with further explanation: 

It is like being on a ladder. Some people who are 
very good readers are near the top of the reading ladder. 
Others will not be near the top, but they will get there. 
In this class being at the top is not so important. 
Sometimes you will see me give privileges to children who 
do not do things as well as you can do them. But that is 
because they are doing the best they can do. Everyone 
cannot have the same privileges but I will try my best to 
be fair and you will get privileges too for doing the 
best you can possible do. 

When to Reward. Most young children cannot work for 

great lengths of time with no reinforcement. Immediate rein

forcement after the occurrence of appropriate behavior is, of 

course, ideal, but not always easy to do. Teachers who have 

adopted behavioral techniques have found it easier than they 

thought. Some who initially felt they could never do it, have 

been surprised with their success . It does little good to 

praise a young child for good behavior several days after it has 

occurred. Even several hours later may be too late. In the 

case of the child who is very disruptive, it is especially im

portant that rewards be immediate. For the child who has trouble 

coming in to the classroom and going to his desk, it is important 

that the reward be immediate: "Good, Bobby, you went right to 

your desk this morning." Often it is not possible for a teacher 

to go to a child when she wants to praise him. For this reason 

teachers often use signals across the room or short phrases of 

praise. 

It is not necessary to praise every good behavior. This 

would be an impossible task! Actually it is a better teaching 



126 

procedure to reinforce intermittently, or occasionally. This 

will result in faster and more thorough learning of the appro

priate behavior than continuous reinforcement. 

Look for Good Behavior. A recent article (Today's Edu

cation, January 1970) on behavioral teaching urged teachers to 

"Catch the Child Being Good." Teachers must do this if they are 

to reinforce good behavior. Traditionally, teachers expect 

children to be good and catch them while they are being "bad." 

This reversal requires focusing on GOOD behavior and rewarding 

it so it will happen again. 

Cueing Appropriate Behavior 

Cueing can be thought of as prompts for behavior. A 

green light is a cue that tells us it is time to cross the street. 

Turning the lights off in the classroom is one teacher's way of 

cueing the children that it is time to begin cleaning up and 

getting ready to go home. Cues can also prompt inappropriate be

havior. For some children, the cue for misbehavior is when the 

teacher leaves the room. 

Teachers who use behavioral techniques use cues as a way 

of prompting good behavior so that it can be reinforced. They 

realize that waiting for appropriate behavior to occur may take 

a long time, so they prompt or cue it. "I like the way Jeff is 

sharing with Tom" is a cue for the children to share. Cueing is 

also a way of stopping inappropriate behavior without calling 

direct attention to it and without punishment, as this example 
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shows: The children are sitting in groups of two and three 

carrying out cooperative projects. All groups are attending to 

their tasks, sharing ideas, and assisting each other. Sara, 

Charles, and Robert, however, are giggling and teasing the girls 

near them. Rather than scolding, threatening, or punishing these 

boyd, the teacher reminds them by cueing a nearby group who is 

working well: "Good for this group, they have a good start on 

their project and they are certainly working quietly and very 

hard." This reinforcement serves as a cue to the non-working 

group and gets them started. As the boys begin to engage in 

their project she can then go over, smile, and say: "Good, 

that's a better way of working. You are making it easier for all 

of us and for me and we all like that. I hope you can continue 

with your project like this." Cueing opens the door to appro

priate behavior that can then be rewarded. If the teacher had 

chosen to wait for the boys to begin their project the lesson may 

never have been done, learning would have been missed, and the 

whole class would have been disrupted. Ignoring and waiting are 

not enough. Ignoring, cueing, and reinforcing are three tech

niques to teach appropriate classroom behaviors. 

Shaping Appropriate 
Classroom Behaviors 

In the process of acquiring a skill, be it bicycling or 

sharing, perfection is usually not achieved on the first try. In 

the learning of any skill there is a series of steps one must 
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practice and master before the skill is acquired. Too often we 

demand that the disruptive child be immediately non-disruptive, 

or that the screamer-outer will become a hand-raiser instantly. 

The only way that this unrealistic goal might be achieved is 

through the use of punishment. But if the child does not have 

the skills he cannot display them even if he is punished. The 

generally disruptive child will have many inappropriate behaviors 

and therefore many appropriate behaviors (or skills) to be 

learned. A child who pounds on his desk, throws books on the 

shelf, and pushes other children will have to learn to keep his 

hands quiet, place the books on shelf, and keep his hands to him

self. After making it a point to observe Sarah, a disruptive 

child, for five days her teacher had listed these frequent dis

ruptive behaviors: 

1. hits others 
2 . crowds in line 
3. yells out in class 
4. walks around room during lessons 
5. stands on her desk 

During the five days that her teacher was closely watching her, 

Sarah threw an eraser at another child. She did not see Sarah 

throw anything else during the five days so she did not list 

throwing as a frequent disruptive behavior. The teacher then 

listed what the appropriate, incompatible alternatives Sarah 

would have to be taught: 

1. keeping her hands to herself 
2. taking the right place in line 
3. raising her hand 
4. staying at her chair during lessons 
5. sitting at her desk 
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Sarah's teacher then began to work for some sort of approxima

tions to these behaviors. She praised the children near Sarah 

(cueing) for raising their hands during a class discussion: "I 

like the way Mark has his hand up. He may have a turn next." 

She watched for the immediate results of this cueing: Sarah did 

raise her hand for a turn so the teacher reinforced it" "Good, 

Sarah, thank you for raising your hand. Now you may have a 

turn." Before recess that morning Sarah's teacher made it a 

point to go to Sarah and praise her for her better behavior: 

"Sarah, you have been much better today. You raised your hand 

four or five times. That is much better than yelling at me. 

You know it is very hard to have discussions when everyone talks 

at once. You are learning and I am proud of you." Sarah's 

teacher was rewarding her for her improvement and for the correct 

steps in the right direction. 

Thinning the Reinforcement 

When beginning to teach a child like Sarah appropriate 

ways to behave, it will be necessary to give her frequent praise 

for good behavior. This is not always easy to do, especially 

with a large class. Most teachers who have tried the behavioral 

approach agree that it takes more time and a concentrated effort 

in the beginning but that the change in the children is so re

markable that it is more than worth it. 

Thinning simply means giving less and less reinforcement. 

When beginning to shape Sarah's behavior the teacher had to keep 



130 

her always in her mind, look for good behavior, and then praise 

it frequently. Sarah's teacher kept an approximate tally on her 

praise to Sarah. It showed sixteen instances of praise and at

tention between 9:00 A.M. and Noon on the first morning and 

eleven between 1:00 and 3:20 P.M. that afternoon. After several 

weeks Sarah's teacher decided to keep the tally again and it 

showed nine for the morning and seven for the afternoon with 

Sarah' s behavior improving. 

The social reinforcers (attention, praise, etc.) from 

Sarah's peers and parents that had been available to Sarah but 

that she had not been receiving began to emerge now that she was 

becoming more appropriate. Now that Sarah was not disrupting the 

class as much, the other children became more friendly toward 

her. They began to choose her to participate in group games and 

small group projects. As this began to happen the teacher pri

vately said to Sarah: "I noticed that Marilyn chose you for a 

partner today. You see, the children want you for a friend now 

that you are being nicer to them." This statement helped Sarah 

to see the relationship between her behaviors and what happens. 

Praise for Marilyn, "That was nice of you to choose Sarah," re

inforced her for choosing Sarah. 

Reports on Sarah's improvement from the teacher to Sarah's 

parents served as a reinforcer and as a cue for the parents to 

reinforce. 
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Dear Mr. and Mrs. Smith: 

Sarah had a good day today. She took her 
place in line, raised her hand, and kept 
her hands to herself. Please tell her 
how proud you are of her. 

Before sending this note home with Sarah, the teacher read it to 

her and praised her for earning such a good note. 

Consistency 

Occasional (intermittent) reinforcement is a much more 

powerful technique for strengthening behavior than reinforcement 

every time a behavior occurs (continuous reinforcement). Some 

examples of continuous reinforcement are: 

. . .  a  c h i l d  w h o  g e t s  a  d i m e  v e r y  t i m e  h e  
makes his bed. 

. . .  a  s a l e s m a n  w h o  i s  p a i d  f o r  e a c h  s a l e  
he makes. 

. . .  a  f a c t o r y  w o r k e r  w h o  i s  p a i d  f o r  
every clock he produces. 

If the reinforcers for these behaviors stop coming, the behavior 

stops . The child who does not get the dime after making his bed 

would probably stop engaging in bed-making behavior almost im

mediately . 

Many behaviors are intermittently reinforced. Some fa

miliar behaviors that are intermittently reinforced are: 

. . . slot machine playing 

. . . shopping at sales 

. . . competing in sports 
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The reinforcers that are maintaining these behaviors probably 

are: 

. . . money 

. . . buying merchandise at reduced prices 

. . . winning 

When parents and teachers intermittently reward appropriate be

havior they are strengthening them so they are teaching appropri

ate behavior. But, in the classroom and in the home, teachers 

and parents often intermittently reward inappropriate behaviors. 

In doing this they are strengthening the inappropriate behaviors. 

Parents who intermittently give in to (reward) whining or teach

ers who occasionally reinforce tantrum throwing by letting chil

dren have their way are strongly establishing (teaching) these 

inappropriate behaviors by intermittently rewarding them. 

Tommy began begging his teacher to let him be line leader 

at the beginning of each school day. His pleading continued fre

quently during the day. Having his regular turn did not stop his 

pleading for another turn. Mrs. Williams, Tommy's second grade 

teacher, explained very carefully to Tommy that he would have to 

take his turn like everyone else. She told him that his pleas 

would do no good and that she would not pay any attention to them 

from that time on. Mrs. Williams was able to ignore Tommy's beg

ging and whining for two days. On the third day, while the 

children were engaged in a papier mache project and Mrs. Williams 

was elbow-deep in busy children and papier mache, Tommy pleaded 
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with her to let him be line leader at the end of the day. Almost 

without thinking she agreed and Tommy got to be line leader. 

Tommy's persistence had paid off. Now Tommy's pleading and whin

ing will continue for a longer period of 'time. If Mrs. Williams 

continues to intermittently reinforce his whining and pleading, 

it will be a well-established behavior for his next teacher and 

much harder to unlearn. 

The behavioral approach demands consistency and cannot be 

used without it. The teacher must be consistent about not re

warding inappropriate behavior. Therefore, it is necessary that 

teachers decide which behaviors are appropriate and which ones 

are inappropriate in their individual classrooms. It is not easy 

to be consistent but teachers who understand the behavioral ap

proach find it much easier than they previously did. 

Choosing the Behaviors to Teach 

There is much discussion in education over the child-

centered vs. the teacher-centered classrooms. The behavioral 

approach takes no position in this debate. Rather, it offers a 

series of techniques that can be used by all teachers wherever 

their personal views place them in this debate. Some teachers 

want to maintain quiet classrooms. The behavioral approach of

fers techniques that will help them teach their children how to 

do this. Others, who want more interaction, can also teach their 

children how to do this using behavioral procedures. The behav

ioral approach does not decide what behaviors to teach: its 
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technology provides a way to teach the behaviors decided upon by 

the teachers, administrators, parents, etc. 

Behavioral Teaching and the Self-Concept 

Most teachers of young children have been made very aware 

of the importance of each child's self-concept. It is believed 

that children with negative self-concepts will encounter diffi

culty in establishing social relationships and not achieve their 

potential academically. The teacher's role in establishing posi

tive self-concepts has been stressed by many educators. General

ly, teachers have been told that "The height of self-concept is 

related to a warm, perceptive, understanding teacher who encour

ages and helps but does not evaluate too sharply . . . (The 

Evaluation of Teaching, National Education Association, 1966)." 

Teachers who believe they must be warm, encouraging, and under

standing in the face of all behaviors will find it difficult to 

ignore some behaviors, such as frequent crying and asking for 

assistance, for fear of damaging the self-concept. The behavior

al teacher, on the other hand, realizes the disservice and harm 

she would be doing to the child by attending to (reinforcing) 

all behavior, appropriate and inappropriate. A teacher who con

tinues to help the extremely dependent but: capable child is re

inforcing dependency. As persons partially responsible for 

teaching children the skills that will help them socially and 

academically, she realizes that inappropriate behavior hinders 

the establishment of positive social relationships and interferes 
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with academic skill acquisition. The behavioral teacher tries to 

be warm, loving, encouraging, and understanding to all children 

but not for all behaviors. 

The Future of Behavioral Teaching 

Behavioral teaching offers useful and practical methods 

that are being enthusiastically adopted by teachers who have 

tried them. Behavioral teachers have every reason to be excited 

about these methods that have removed much of the dissatisfaction 

teachers have experienced in the classroom. Behavioral teaching 

offers a method of classroom management that creates positive, 

relaxed environments for learning and teaches appropriate social 

behaviors that are necessary for the acquisition of positive 

social relationships and academic skills. While behavioral teach

ing is still new to most educators, it is sure to have a very 

powerful impact on education. 



APPENDIX G 

QUESTIONNAIRE 

Your frank comments will be appreciated. 

1. What are your general comments about this booklet? 

2. With what ideas do you especially agree? 

3. With what ideas do you especially disagree? 

4. Was the material clear? If not, what parts need clarifica
tion? 

5. Have you had any recent guidance or psychology courses on 
children's behavior? If so, what were they? 

Signed 
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