
MODIFYING INAPPROPRIATE CLASSROOM BEHAVIORS 

BY 

PmISHMEPIT AND POSITIVE REINFORCEMENT CONTINGENCY SYSTEMS 

Jack Schonewille 

B,Ed. (Elem.) 1970 University of British Columbia 

A THESIS SUBMITTED IN PARTIAL FULFILLMENT OF 

THE REQUIREMENTS FOR THE DEGREE OF 

PIASTER OF ARTS ( EDUCATION) 

i n  t h e  F a c u l t y  
0 f 

Educat ion 

@ J a c k  Schonewi l l e  1977 

SIMON FRASER UNIVERSITY 

Play 19 7 7 

A l l  r i g h t s  r e s e r v e d .  T h i s  work may n o t  
be reproduced  i n  whole o r  i n  p a r t  by 
photocopy or  o t h e r  means, w i t h o u t  
p e r m i s s i o n  of  t h e  a u t h o r .  



APPROVAL 

Name: Jack Schonewille 

Degree : Master of Arts (Education) 

Title of Thesfs: ModPfying Inappropriate Claseroom 
Behaviors by Punishment and Positive 
Reinforcement Contingency Systems 

Examining Committee: 

Chairman : 

P . Winne 
Senior Supervisor 

J. Martin 
Assistant Professor 

B. Wong 
Assistant Professor 
Faculty of Education 
Simon Fraser University 
External Examiner 

Dare approved AhaC z) , (0?1 



PARTIAL COPYRICHT LICENSE 

I hereby  g r a n t  t o  Simon F r a s e r  U n i v e r s i t y  t h e  r i g h t  t o  lend 

my t h e s i s  o r  d i s s e r t a t i o n  ( t h e  t i t l e  of  which i s  shown below) t o  u s e r s  

of t h e  Simon F r a s e r  U n i v e r s i t y  L i b r a r y ,  and t o  make p a r t i a l  o r  s i n g l e  

c o p i e s  o n l y  f o r .  such  u s e r s  o r  i n  r e sponse  t o  a r e q u e s t  from t h e  l i b r a r y  

of  any o t h e r  u n i v e r s i t y ,  or  o t h e r  e d u c a t i o n a l  i n s t i t u t i o n ,  on i t s  own 

b e h a l f  o r  f o r  one of i t s  u s e r s .  I f u r t h e r  a g r e e  t h a t  pe rmiss ion  f o r  

m u l t i p l e  copying of t h i s  t h e s i s  f o r  s c h o l a r l y  purposes  may be g r a n t e d  

b y  me or  the  Dean of Graduate S t u d i e s .  It is  unders tood t h a t  copying 

o r  p u b l i c a t i o n  of t h i s  t h e s i s  f o r  f i n a n c i a l  g a i n  s h a l l  n o t  be  a l lowed 

wi thou t  my w r i t t e n  pe rmiss ion .  

Tit le  of T h e s i s / ~ i s s e r t a t i o n :  

Modifying I n a p p r o p r i a t e  Classroom Behav io rs  bv P u w e n t  

and P o s i t i v e  Reinforcement  Cont inaencv Svstems 

3Au t hor  : 

( s i g n a t u r e  ) 

J a c k  S c h o n e w i l l e  

(name) .z ( d a t e  ) 



ABSTRACT 

iii 

Crea t ing  and main ta in ing  a  classroam environment which f a c i l i t a t e s  

s tuden t s '  l e a r n i n g  is one of t h e  most c r u c i a l  problems faced  by every 

teacher .  Behavioral  approaches t o  classroom management are known t o  be 

e f f e c t i v e .  I n  t h e  l a s t  decade,  educa t iona l  r e sea rch  i n  t h i s  a r e a  has  

shown t h a t  behav io ra l  contingency systems a r e  f e a s i b l e  and e f f e c t i v e  

techniques which t eache r s  can use t o  he lp  manage classroom behaviors .  

I n  extending t h e  l i t e r a t u r e ,  t h i s  s tudy examined: (a )  t h e  r e l a t i v e  

e f f e c t i v e n e s s  of two behav io ra l  con t ingenc i e s ,  a  p o s i t i v e  reinforcement  

and a mild punishment, f o r  modifying s t u d e n t s '  classroom behaviors ;  

(b) t h e  f e a s i b i l i t y  of a  classroom d i scus s ion  a s  a  means f o r  involv ing  

s t u d e n t s  i n  c r e a t i n g  t h e  k ind  of environment they view a s  conducive t o  

l ea rn ing ,  and i n  determining t h e  p o s i t i v e  and nega t ive  consequences of 

on-task and of f - task  behaviors ;  and ( c )  the  a b i l i t y  of t h e  teacher  t o  

monitor and implement a group-oriented management system f o r  promoting 

l e a r n i n g  r e l a t e d  s t u d e n t  behaviors .  

Three d i f f e r e n t  k inds  of i n t e r v e n t i o n s  were examined i n  a  

l o n g i t u d i n a l  exper imenta l  des ign  f o r  t h e i r  e f f e c t i v e n e s s  i n  reducing 

s t u d e n t s '  i napp rop r i a t e  classroom behaviors .  I n  teacher- led 

d i s c u s s i o n ,  t h e  s t u d e n t s  i d e n t i f i e d  s p e c i f i c  i n a p p r o p r i a t e  behaviors  

they perce ived  a s  d i s r u p t i v e  t o  l ea rn ing .  The s t u d e n t s  a l s o  i d e n t i f i e d  

a c t i v i t i e s  they considered rewarding f o r  t h e i r  app rop r i a t e  behavior 

during i n s t r u c t i o n .  A short- term punishment contingency app l i ed  t o  t h e  

group a s  a  whole assessed  demeri t  p o i n t s  f o r  i n d i v i d u a l ' s  i napp rop r i a t e  



i v  

behaviors .  A shozt-term p o s i t i v e  reinforcement  contingency warded merit 

p o i n t s  t o  t h e  group as a whole f o r  t he  t i m e  i n t e r v a l s  du r ing  which no 

i n d i v i d u a l  behaved inapprop r i a t e ly .  A r e v e r s a l  phase determined t h e  r e l a -  

tfve e f f e c t i v e n e s s  of t h e  two contingency systems. Each contingency system 

was followed by a long-term reinforcement/punishment contingency c o n s i s t i n g  

of a s p e c i a l  a c t i v i t y  appl ied /wi thhe ld  t o  t h e  whole group. 

The data showed both contingency systems t o  be e f f e c t i v e  i n  reducing 

the f requenc ies  of t h e  s tuden t s '  i napp rop r i a t e  responses ,  b u t  t h e  - - -  p o s i t i v e  -- 

re inforcement  - contingency was more e f f e c t i v e  i n  reducing t h e  frequency -- .- 

of  i napp rop r i a t e  v e r b a l  responses ,  No conc lus ive  d i f f e r e n c e s  i n  e f f e c t i v e -  

ness were obta ined  f o r  t h e  two contingency procedures  f o r  out-of-seat  and 

rnfscellaneous d i s r u p t i v e  responses .  The d i scus s ion  by i t s e l f  was a l s o  

e f f e c t i v e ,  but  n o t  t o  t h e  same e x t e n t  a s  t he  contingency procedures.  

This  s tudy ,  conducted under normal classroom cond i t i ons ,  ha s  d i r e c t  

in tp l ica t ions  f o r  t e ache r s .  Contingency procedures were shown t o  be  p r a c t i c a i  

and f e a s i b l e  f o r  a t e ache r  t o  use  t o  e f f e c t i v e l y  manage classroom behaviors  

of s t u d e n t s  i n  a group s i t u a t i o n .  E i t h e r  o r  both of t h e  short- term 

contingency procedures ,  complemented by a long-term reinforcement/punish- 

writ contingency, was found t o  be e f f e c t i v e .  Involving s t u d e n t s  i n  

determining t h e  procedures  was f u n c t i o n a l ,  and a l s o  may model p roduct ive  

s o c i a l  i n t e r a c t i o n  f o r  s tuden t s .  Achieving a s u c c e s s f u l  technique t o  

manage classroom behaviors  a l lows a teacher  t o  concen t r a t e  ene rg i e s  on 

t h e  bus iness  af educa t ion ,  namely, a s s i s t i n g  s t u d e n t s  t o  l e a r n .  
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CHAPTER I 

THE PROBLEM OF MANAGING CLASSROOM BEHAVIOR 

Crea t ing  and main ta in ing  a classroom environment which promotes 
---- __-__I------I_____- _ . --- ---_. _ - - - - 

teacher .  Of p a r t i c u l a r  concern t o  both classroom t eache r s  and adminis t ra-  
_I_- 

-- ---+ - -__ - _____I_1 _ -- --- -....-- --- - - - - 
t o r s  a r e  t he  s tuden t s '  i n a t t e n t i v e  and d i s r u p t i v e  behaviors  because these  

-- - - - - - -  - - - -- -I__------- - ----- ---- - 
are incompat ib le  w i th  a t t end ing  t o  schoolwork ( F e r r i t o r ,  Buckholdt, & Smith, -.---_. ..--.---..llll-l-- 

-------"-------.__l_̂ __I _-.- -- 

1972). There are d ivergent  views about the  causes  of s t u d e n t s '  i n a t t e n t i v e  __- - --- _ - - 
and d i s r u p t i v e  behaviors .  However, t h e r e  is  gene ra l  concensus t h a t  t e ache r s  

--- _ -- -_ -- -- - -- 

r e q u i r e  p r a c t i c a l  and e f f i c i e n t  techniques i n  g e t t i n g  c h i l d r e n  ' ready t o  
- -.- - ------- -- - - - -- - - -. 

l e a rn '  s o  t h a t  t h e i r  t e c h n i c a l  s k i l l s  of t each ing  may have optim-a1 e f f e c t  
___-I___ --__ - - ________l____-__-_l__l___----- - --- 

(Madsen, Becker, & Thomas, 1968). In  order  t o  be e f f e c t i v e ,  then ,  t e ache r s  
,-"--------------. - - - _ _ _ _ _ _  

f i x s t  need t o  develop app rop r i a t e  methods t o  manage t h e  classroom behaviors  
7' \---- -_I \_-_̂ I___ -_-.----- 

of t h e i r  s t uden t s .  
-- - 

\ 

Student  classroom behaviors  can be grouped i n  two broad ca t ego r i e s ,  
l--- --- - ----.---_I-- --- 

On t h e  one hand, s t u d e n t s  may behave i n  a  way conducive t o  t h e  l e a r n i n g  
-_-_----_I_--- ---'--. 

process .  Examples of such behaviors ,  l a b e l l e d  app rop r i a t e  or  on-task, are 
-/--- -- 

y- --  - - ---__-_________ ___------------ 
a t t e n t i o n  t o  t h e  teache  n K a d g n m e n t s  o r  fol lowing in s t ruc -  
-__ - - 

t i o n s  i n  t h e  classroom. -_ _ --_ _. _ On t h e  o t h e r  - hand, s t u d e n t s  --. - -- m ~ e x h i b i t ~ r s  
- /-I- 

not  conducive t o  t h e  l e a r n i n g  process .  Examples of such behaviors ,  l a b e l l e d  
__ ___ _ _ - -* -- 1_1_ 

i napp rop r i a t e  or  o f f - t a sk ,  inc lude  being out-of-seat  without  permission,  
- -- - -- - - - _- __ ________---.-.------- 

t a l k i n g  t o  each o t h e r ,  o r  i n a t t e n t i o n  t o  seatwork. 
- - - - - - - 

/ Teachers have t r a d i t i o n a l l y  used two b a s i c  kinds of d i s c i p l i n a r y  

methsds t o  e s t a b l i s h  an environment w i t h i n  which teaching  e f f e c t i v e n e s s  

can be methods c o n s i s t  of showing d isapprova l  f o r ,  o r  - 
punishing inapprop r i a t e  s t u d e n t  behavior .  Verbal a s  w e l l  a s  l i m i t e d  phys- _I 



i ca i  punishers  are ave r s ive  measures which have Been, and s t i l l  a r e ,  used i n  

some classrooms i n  an e f f o r t  t o  i nc rease  s t u d e n t s '  a t t e n t i o n  t o  t h e i r  school- 

work. (in c o n t r a s t ,  p o s i t i v e  methods c o n s i s t  of showing approval  or other-) 

wise rewarding approp r i a t e  s t u d e n t  behavior Verbal  p r a i s e  and p o s i t i v e  ? 
phys i ca l  contac t  o f t e n  a r e  used i n  t h i s  manner t o  i n c r e a s e  app rop r i a t e  

s tuden t  behaviors .  7 1 n  the  l a s t  decade, educa t iona l  r e sea rch  has  shown t h a t  

behaviora l  contingency systems, which use aspec t s  of both t r a d i t i o n a l  methods 

of classroom management, can be used s y s t e m a t i c a l l y  t o  e s t a b l i s h  and main- 

t a fn  app rop r i a t e  classroom behaviors  and c r e a t e  a classroom environment which 

The purpose of  t h i s  s tudy  was t o  measure t h e  r e l a t i v e  e f f e c t i v e n e s s  

of a short-term punishment contingency system and a short- term p o s i t i v e  re- 

infarcement contingency system f o r  reducing t h e  frequency of s p e c i f i c  in- 

app rop r i a t e  s tuden t  behaviors  i n  a classroom s i t u a t i o n .  Both short- term 

contingency systems were followed up by a long-term reinforcement/punish-  

ment contingency f o r  which c r i t e r i o n  l e v e l s  had been set.  Although both 

types of systems have been used s u c c e s s f u l l y  independent ly  of each o t h e r  

(Bar r i sh ,  Saunders,  & Wolf , 1968; Ha l l ,  Fox,  Wi l la rd ,  Goldsmith, Emerson, 

Owen, Davis,  6 Doxcea, 197 1)  , not  many s t u d i e s  have app l i ed  both systems 

j o i n t l y  t o  t h e  same group. An added f e a t u r e  of t h i s  r e sea rch  was t h a t  a 

r e v e r s a l  procedure was used t o  a s c e r t a i n  t he  r e l a t i v e  e f f e c t i v e n e s s  of 

each system. 



CHAPTER XI 

REVIEW OF THE LITERATURE 

Genera l  Theory of Contingency Systems 

Contingency sys tems  a r e  based on t h e  fundamental  premise  t h a t  a l l  be- 

h a v i o r s  are l e a r n e d  ( S k i n n e r ,  1953) .  According t o  t h i s  p o s i t i o n ,  o p e r a n t '  
, , 

b e h a v i o r s  are e m i t t e d  by organisms spon taneous ly  r a t h e r  t h a n  be ing  e l i c i t e d  
/ 

by any known env i ronmenta l  o r  p h y s i o l o g i c a l  s t i m u l i .  The d i f f e r e n t  conse- 

quences  of t h e  e m i t t e d  b e h a v i o r s  de te rmine  t h e  l i k e l i h o o d  t h a t  t h e  organism 

w i l l  r e p e a t  t h o s e  b e h a v i o r s  (Gage & B e r l i n e r ,  1975) .  Two k i n d s  of conse- 

quences are b a s i c  t o  t h e  o p e r a n t  c o n d i t i o n i n g  of b e h a v i o r s .  A r e i n f o r c e r  

is d e f i n e d  as a  s t i m u l u s  which f o l l o w s  a  s t u d e n t ' s  r e s p o n s e  and t e n d s  t o  

s t r e n g t h e n  t h e  p r o b a b i l i t y  of r e c u r r e n c e  of t h a t  r esponse .  A p u n i s h e r  is 

d e f i n e d  as a  s t i m u l u s  f o l l o w i n g  a response which t e n d s  t o  d e c r e a s e  t h e  l i k e -  

Ifhood that the response w i l l  recur. 

I n  developing t h e  p o s i t i o n  of operan t  l e a r n i n g ,  Sk inner  p r i m a r i l y  used 

animals  a s  s u b j e c t s  f o r  exper imenta t ion .  L a t e r ,  s c i e n t i s t s  s u c c e s s f u l l y  

a p p l i e d  s i m i l a r  p r i n c i p l e s  and t echn iques  t o  behav ior  i n  human environments .  

A r e c e n t  yearbook of  t h e  N a t i o n a l  S o c i e t y  f o r  t h e  Study of Educa t ion  

(Thoresen,  1975) d e s c r i b e d  a range of a p p l i c a t i o n s  of o p e r a n t  l e a r n i n g  t o  ed- 

uca t ion .  That c o l l e c t i o n  of a r t i c l e s  c l e a r l y  i n d i c a t e s  t h e  v a l u e  of app ly ing  

t h e s e  p r i n c i p l e s  and t e c h n i q u e s  t o  everyday c lassrooms.  

I n  app ly ing  t h e  o p e r a n t  p r i n c i p l e s  t o  t h e  c lassroom s i t u a t i o n ,  

s t u d e n t s '  d e v i a n t  and s o c i a l l y  a c c e p t a b l e  b e h a v i o r s  a r e  thought  t o  be 

a c q u i r e d  and main ta ined  by a r e c i p r o c a l  i n t e r a c t i o n  between a behav ior  and 

i t s  c o n t r o l l i n g  environment.  For example, c h i l d r e n  who d i s p l a y  f r i e n d l y  

behav ior  u s u a l l y  g e n e r a t e  an  amicable  environment which,  i n  t u r n ,  s t r e n g t h e n s  



t he  recur rence  of t h e i r  f r i e n d l y  behavior .  Thus, t h e  type of behaviors  a 

person e x h i b i t s  p a r t l y  determine h i s  environmental cont ingenc ies ,  which, i n  

t u rn ,  i n f luence  h i s  behaviors  (Bandura, 1969). 

According to  Hadsen, Becker, and Thomas (1968), t e ache r s  can be  taught  

t o  e f f e c t i v e l y  use t h e i r  own behavior  cont ingent  upon t h e  behavior  of  t h e i r  

s t u d e n t s  t o  e f f e c t  a d e s i r a b l e  change i n  t he  s t u d e n t s '  behaviors .  I n  t h i s  

manner, ch i ld ren  can be made co-respondents i n  t h e  l ea rn ing  process  by a 

teacher  who has  learned  how t o  use contingency systems (Becker, 1973). Some 
I 

t 
of t h e  b a s i c  a spec t s  o f  contingency systems a r e  descr ibed  i n  t h e  fol lowing 

s e c t  ion. 

Bescr ip t ion  of Contingency Systems 

I n  t h e  context  o 

ized bonds or  r e l a t i o n s h i p s  between p a r t i c u l a r  c l a s s e s  of s t u d e n t  behaviors  
.. -- 

and t h e  consequences t he se  behaviors  produce, When t eache r s  use contingency 
- --- - - - 

systems, they respond i n  s p e c i f i c  and c o n s i s t e n t  ways t o  p a r t i c u l a r  s t u d e n t  

behaviors ,  A l t  e r e  a r e  ma 

types of cont ingenc ies  - re inforcement  and punishment - a r e  r e l even t  t o  t h i s  

e tudy . 
There a r e  two k inds  of re inforcement  procedures  a teacher  can use. 1 In -3 

t h e  f i r s t  k ind ,  p o s i t i v e  reinforcement ,  t he  teacher  provides  a r e i n f o r c e r  

cont ingent  upon app rop r i a t e  s t u d e n t  behaviors .  Through response general-  

i z a t i o n ,  t h i s  r e i n f o r c e r  tends  t o  i nc rease  t he  frequency of s i m i l a r  appro- 

p r i a t e  behaviors  even though t h e  r e i n f o r c e r  is  provided only upon the  occur- 

rence of s p e c i f i c  app rop r i a t e  behaviors  ( 0 ' ~ e a r y  & Drabman, 1971). Such re- 

i n f o r c e r s  may be i n t r i n s i c  t o  t h e  classroom, meaning t h a t  they a r e  a s soc i a t ed  

With and compliment classroom opera t ions .  Examples of i n t r i n s i c  r e i n f o r c e r s  



a r e  f r e e  time, p a r t i c i p a t i o n  i n  a s p e c i a l  event  r e l a t e d  t o  school ,  extra 

gym or  r eces s  tiw, games, and so on. Reinforcers  a l s o  may be e x t r i n s i c  t o  

normal classroom opera t ions .  Candy, t r i n k e t s ,  and money a r e  examples of ex- 

t r i n s i c  r e i n f o r c e r s  (O'Leary & Drabman, 1971). Resu l t s  ob ta ined  by Whitlock 

and Bushel1 (1967) and by Wo15, G i l e s  and Hall (1968) i nd i ca t ed  t h a t  ex t r i n -  

s i c  i ncen t ives  a r e  o f t e n  e s s e n t i a l  i n  t he  e a r l y  s t a g e s  of behav io ra l  change 

programs t o  e s t a b l i s h  cont ingenc ies .  However, e x t r i n s i c  r e i n f o r c e r s  can be 

phased out  i f  they are Sys temat ica l ly  coupled wi th  v e r b a l ,  s o c i a l  o r  o the r  

i n t r i n s i c  s t i m u l i  which, i n  t ime,  w i l l  become t h e  f u n c t i o n a l  i n t r i n s i c  re- 

in fo rce r s .  ---A 
The second kind of re inforcement  procedure,  nega t ive  re inforcement ,  7 ,  \ j 

occurs  when a  reacher  withdraws an ave r s ive  s t imulus  upon t h e  occurrence of 

specif ic  app rop r i a t e  behaviors .  This  withdrawing is not  a  punisher  because 

i t  tends  t o  i n c r e a s e  r a t h e r  than decrease  t he  recur rence  of t h e  app rop r i a t e . ,  \ '  

behaviors .  Both p o s i t i v e  and nega t ive  reinforcement  procedures  s t r eng then  

app rop r i a t e  behaviors  2 
A s  wi th  reinforcement  cont ingenc ies ,  t h e r e  a r e  two forms of punish- 

ment cont ingencies .  The f i r s t  involves  t he  p re sen t ing  of an ave r s ive  

s t imulus ,  such a s  a v e r b a l  o r  g e s t u r a l  reprimand, o r  phys i ca l  punishment 

such as spanking upon the  occurrence of i napp rop r i a t e  behavior  ( ~ a n d u r a ,  

1969). This  procedure is  known as punishment type I and is  gene ra l l y  ob- 

j e c t e d  t o  f o r  two reasons.  The f i r s t  is an e t h i c a l  avers ion  f o r  s t rong  

punishment i n  and of i t s e l f .  Second, t h e  p o s s i b l e  s i d e  e f f e c t s  of such 

punishment a r e  u n d e s i r a b l e  . ~ ~ e c i f i c a l l ~ , & h e  t eache r ' s  use of punish- Y 

\ 
ment' type I provides  an inapp rop r i a t e  model of behavior  f o r  t h e  s t u d e n t ;  

t h e  c h i l d  may l e a r n  t o  suppress t h e  i napp rop r i a t e  behavior  on ly  when t h e r e  



i 

where t h e  punishment occurs ,  i*e .  the  school  (Sheman, 1973). 
I 

A second form of punishment contingency, known as punishment type  11, 

involves  t he  withdrawal of  a p o s i t i v e  r e i n f o r c e r  f o r  i napp rop r i a t e  behav- 

i o r aP  responses.  This  punishment contingency does no t  have t h e  aforemention- 

e d  undes i r ab l e  s i d e  e f f e c t s ,  while  i t  ensures  t h a t  a p o s i t i v e  r e i n f o r c e r  is 

made a v a i l a b l e  t o  t h e  c h i l d  i f  t he  i napp rop r i a t e  behaviors  do no t  occur.  

The Ef f ec t ivenes s  of Contingency Systems 

A s  an a l t e r n a t i v e  t o  t r a d i t i o n a l  ve rba l  and p h y s i c a l  d i s c i p l i n a r y  ac- 

has  s u b s t a n t i a t e d  t h a t  contingency systems can s i g n i f i c a n t l y  
- . -- - - - 

reduce and modify s t u d e n t  b e h a v i o r s 7  Ba r r i sh ,  Saunders,  and Wolf (1969) 
-. - 

- 

repor ted  t h a t  contingency procedures  e f f e c t i v e l y  reduced ta lking-out  and in- - 
approp r i a t e  out-of-seat  behaviors  f o r  a grade four  c l a s s ,  dur ing  both a r i t h - -  

met ic  and reading per iods .  Schmidt and Ulr ich  (1969) r e p l i c a t e d  Ba r r i sh ,  

e t  al.'s procedures ,  ach iev ing  s i m i l a r  p o s i t i v e  r e s u l t s  wi th  grade f o u r  and 

grade two groups, a s  d i d  Medland and Stachnik (1972) w i th  grade f i v e  s tuden t s .  

Bruldura (1969) c i t e d  numerous s tud ies .which  s u c c e s s f u l l y  demonstated t h e  

e f f e c t i v e n e s s  of contingency systems i n  remedial academic programs f o r  

school  drop-outs and low ach ieve r s  (Clark ,  Lackowicz, & Wolf, 1968; Wolf, 

Giles, & Hal l ,  1968),  f o r  managing classroom behav io ra l  d i s o r d e r s  ( 0 ' ~ e a r y  

& Becker, 1967),  and i n  f o s t e r i n g  product ive  classroom behavior  (Ha l l ,  

Payan, Rabon, & Broden, 1968).  A reduc t ion  i n  i napp rop r i a t e  behaviors  has  

been shown t o  be  i n s t rumen ta l  i n  a l lowing more m a t e r i a l  t o  be  covered 

(Medland and S tachnik ,  1972) , p o s i t i v e l y  r e l a t e d  t o  improvements i n  academic 

performance and p o s i t i v e l y  c o r r e l a t e d  wi th  improvements i n  'classroom 

atmosphere' (Madsen, Becker, & Thomas, 1968). 

Bandura (1969) i d e n t i f i e d  t h r e e  v a r i a b l e s  which i n f l u e n c e  t h e  



e f f e c t i v e  imp l inen ta t i on  of r e i n f o r c m e n t  procedures.  F i r s t ,  i t  is essen- 
1 
I 

t i a l  t o  dev i se  a contingency system which can main ta in  a h igh  l e v e l  of re- 

sponsiveness  by the  s t u d e n t s  who w i l l  be p a r t i c i p a t i n g  i n  t h e  contingency i 
having them i d e n t i f y  t h e  s p e c i f i c  behaviors  t o  be modified and I 

t h e  r e i n f o r c e r s  is one way t o  meet t h i s  Second, t h e  r e i n • ’  o r c e r s  

must be made cont ingent  upon t h e  occurrence of t h e  d e s i r e d  behaviors .  More 1 
about t h i s  w i l l  be s a i d  i n  t he  next s ec t i on .  Th i rd ,  the  r e i n f o r c e r  must be 

'strong'  enough t o  ensure an adequate frequency of d e s i r a b l e  responses  f o r  i 
them t o  become f i rmly  e s t a b l i s h e d .  

In order  t o  i n c r e a s e  t h e  frequency of s t u d e n t s '  app rop r i a t e  behaviors ,  

tokens such as  poker c h i p s ,  s t a r s ,  o r  check marks exchangeable f o r  e x t r i n s i c  

r e i n f o r c e r s  such a s  candy, food,  games, o r  t r i n k e t s ,  may a t  f i r s t  be 

necessary ( S t a a t s ,  1973). By coupling these  e x t r i n s i c  r e i n f o r c e r s  wi th  ver- 

b a l  and s o c i a l  r e i n f o r c e r s  such a s  ' ~ o o d ' ,  o r  t e ache r  a t t e n t i o n ,  over  t ime,  

the  l a t t e r  w i l l  become s u f f i c i e n t  t o ' m a i n t a i n  t he  d e s i r e d  app rop r i a t e  behav- 

i o r s .  

In  many classrooms, r u l e s  and r e g u l a t i o n s  about i napp rop r i a t e  behaviors  

a r e  c l e a r l y  l a i d  ou t .  Yet s t u d e n t s ,  sometimes, cont inue t o  misbehave. I n  

dea l ing  wi th  i n d i v i d u a l s  i n  a group s i t u a t i o n ,  Madsen, Becker and Thomas 

(1968) concluded t h a t  r u l e s  a lone e x e r t  very l i t t l e  e f f e c t  on classroom 
- 

behaviors .  [ ~ u l e s  must have c o n s e q u e n c a  S p e c i f i c a l l y ,  they found t h a t  

t h e  key t o  e f f e c t i v e  classroom management was i n  ignor ing  inapp rop r i a t e  

behaviors  (un l e s s  d e s t r u c t i v e  o r  harmful t o  o t h e r s )  and i n  g iv ing  approval  

fo r  app rop r i a t e  behaviors .  This  was a l s o  the  b a s i s  f o r  ~ e c k e r ' s  (1973) 

s ta tement  t h a t  app rop r i a t e  s tuden t  behavior  i s  a func t ion  of t h e  t e a c h e r ' s  

behaviors.  Consider t h e  fol lowing example i n  which a t e a c h e r ' s  a t t e n t i o n  

t o  s t u d e n t s '  d i s r u p t i v e  behaviors  may be d2s func t iona l  when analyzed i n  
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Reinforcers, as i n d i c a t e d  e a r l i e r ,  a r e  ''1 
preceed them, I f  a behavior  is not  pos- 

t h a t  behavior  w i l l  deminish i n  frequency of occurrence,  

f . e . ,  i t  w i l l  ex t i ngu i sh  ( S t a a t s ,  1973). Teacher a t t e n t i o n  is u s u a l l y  a re- 

in fo rc ing  stimulus. Thus, a teacher  a t t end ing  t o  s t u d e n t s '  d i s r u p t i v e  a c t s ,  

f o r  example, by commenting loudly on an ou tbu r s t  of s t u d e n t  l a u g h t e r ,  may 

inc rease  t he  frequency of t h a t  behavior because t he  t e a c h e r ' s  a t t e n t i o n ,  

even though intended t o  be punishing,  may a c t  a s  a r e i n f o r c e r  ( S t a a t s ,  1973; 

Becker, 1973).  Thus, ave r s ive  a t t e n t i o n  cond i t i ona l  upon d i s r u p t i v e  behav- 

iors a s y  a c t u a l l y  i n c r e a s e  r a t h e r  than decrease  o r  e l i m i n a t e  i napp rop r i a t e  

behaviors  ( S t a a t s ,  1973). On t h e  o t h e r  hand, i f  t h e  t e a c h e r ' s  a t t e n t i o n  i s  

removed (punishment type 11) and a q u i e t l y  adminis tered reprimand i s  sub- 

stituted (punishment type I ) ,  i t  u sua l ly  has an ex t ingu i sh ing  e f f e c t  on t h e  

devian t  behavior (Becker, 1973). Therefore ,  t e ache r  a t t e n t i o n  should be 

nade cont ingent  upon t h e  occurrence of behaviors  which a r e  c l o s e r  and c l o s e r  

approxinat ions of app rop r i a t e  s tuden t  behaviors  r a t h e r  than upon d i s r u p t i v e  

behaviors as t y p i c a l l y  done by t eache r s .  

I n  reviewing t h e  l i t e r a t u r e  on contingency systems,  0 'Leary and Drabman 

(1971) recornended t h a t  i n  o r d e r  f o r  t he  f i nd ings  of a s tudy  t o  be general-  

izable t o  o t h e r  c lassraoms,  some, i f  not most, of t he  fol lowing a r e  of i m -  

portance: (1) a good academic program; ( 2 )  a h igh  l e v e l  of academic ex- 

pec t a t i on  by t h e  t eache r  and the  s t u d e n t s ;  (3) s t u d e n t  involvement i n  sel- 

e c t i n g  t h e  t a r g e t  behaviors ;  (4 )  va r i ed  contingency schedules ;  and (5) a 

procedure f o r  g r adua l ly  ex t ingu i sh ing  the  e x t r i n s i c ,  fo rmal ized  r e in fo rce -  

ment .cont ingencies  and r ep l ac ing  them wi th  v e r b a l  and s o c i a l  r e i n f o r c e r s  

such as p o s i t i v e  t eache r  a t t e n t i o n .  I n  a d d i t i o n ,  t h e r e  a r e  o t h e r  a spec t s  

of a succes s fu l  contingency system which an experimenter  needs t o  cons ider  



i n  de temin ing  a s p e c i f i c  contingency system f o r  a p a r t i c u l a r  s i t u a t i o n .  

The following s e c t i o n  deals  with these.  

Import ant Aspect8 of Contingency Systems 

Non-contingent systems. Hart ,  Lund, and Jackson (1968) found t h a t  only 

when re in fo rce r s  were made contingent upon the  occurrence of appropriate 

behaviors o r  the  non-occurrence of inappropr ia te  behaviors did any r e l i a b l e  

change i n  the  fwuency o r  r a t e  of the appropriate behaviors occur. When the  

re in fo rce r  was provided non-contingently, a t  randomly timed i n t e r v a l s  with- 

out regard f o r  the  behaviors occurring a t  those times, i t  was found t o  be 

considerably l e s s  e f f e c t i v e  i n  promoting appropr ia te  s tudent  behaviors 

(Bushell, Wrobel, d Michaelis ,  1968; Hart ,  Lund, & Jackson, 1968). 

The necess i ty  f o r  arranging appropriate r e in fo rce r s  contingently a l s o  

hae been denonstrated by s tud ies  i n  which the  r e in fo rce r s  were s h i f t e d  from 

sr response-interval  contingency (Lovaas, Berberich, P e r l o f f ,  & Scbeffer ,  1966; 

Baer, Peterson, & Sherman, 1967). During the  response-interval contingency 

i n  which the  reinforcers were made contingent upon the  occurrence of a s e t  
< 

nurnbeo of appropriate responses, the response p'attern was maintained a t  a .  

coneistently high l eve l .  However, when the  r e in fo rce r s  were made contingent 
I 

on a t ime-interval ,  regardless  of the  responses made i n  t h a t  i n t e r v a l ,  t he re  

w a s  a marked drop i n  t h e  frequency and r a t e  of the  appropr ia te  behaviors. 

S imi lar ly ,  the frequency and r a t e  of occurrence of appropr ia te  behaviors were 

reduced when ind iv idua l s  were given the  r e in fo rce r s  i n  advance without any 

perfonamcti requirenrents (Ayllon & Azrin, 1965; Bandura & Perlof  f , 1967) . 
In  studying chi ldren  between the  ages of seven and t en ,  Bandura and Perlof f 

(1967) observed t h a t  the  performance of a cont ro l  group which received the 

re inforc ing event before  the  task  was performed was s i m i l a r  t o  the  perform- 



i 10 e 
ance of rhe group which rece ived  no xeinforcement a t  a l l .  The performance 

1 
of t he  experimental  groups which rece ived  cont ingent  r e i n f o r c e r s ,  e i ther  ex- 

t e r n a l l y  from an agent  o r  through a se l f - re inforcement  arrangement,  was a t  

a s i g n i f i c a n t l y  h ighe r  l e v e l .  I n  support  of t he se  f i n d i n g s ,  Bushe l l ,  Wrobel 

and Michael is  (1968) r epo r t ed  t h a t  r e i n f o r c i n g  pre-schoolers  non-contin- 

p n t l y  reduced t h e i r  amount of independent s tudy ,  group p a r t i c i p a t i o n ,  and 

cooperat ive s tudy.  
- -, 

These combined f i n d i n g s  s t r o n g l y  suppor t  t h e  s ta tement  by Bandura (1967) [,g 
that  t o  be e f f e c t i v e ,  r e i n f o r c e r s  must be made cont ingent  upon t h e  occur- ,_) ' 
rence of d e s i r a b l e ,  app rop r i a t e  responses.  

I nd iv idua l  vs. group contingency systems. I n  a classroom, teachers  

have the  choice of applying cont ingenc ies  t o  i n d i v i d u a l  c l a s s  members o r  

t o  t h e  c l a s s  a s  a whole. H a l l ,  Lund and Jackson (1968) suggested t h a t ,  

a i though i n d i v i d u a i  cont ingenc ies  a r e  e f f e c t i v e  and can be s u c c e s s f u l l y  car-  

r i e d  out by a c lassraom t eache r ,  i t  i s  more p r a c t i c a l  and equa l ly  e f f e c t i v e  

to  c o n t r o l  classroom a t t e n t i o n  t b u g h  t h e  use  of group-oriented cont in-  

gencies .  Wolf and R i s l ey  (1967) found t h a t  a group c ~ n t i n g e n c y  technique 

was more e f f e c t i v e  i n  c o n t r o l l i n g  an i nd iv idua l  c h i l d ' s  d i s r u p t i v e  behav- 

i o r s  then an i n d i v i d u a l  contingency system even though t h e  group-oriented 

contingency provided only  o n e - f i f t h  t he  reinforcement  t o  each group mem- 

ber  as compared t o  t h e  i n d i v i d u a l  o r i e n t e d  contingency. They concluded 

t h a t  t he  teacher  was a b l e  t o  e n l i s t  t h e  s t u d e n t ' s  pee r s  a s  a i d s  i n  modifying 

the behavior  of t h e i r  c lassmate ,  Schmidt and Ul r i ch  (1969) supported t he se  

f i nd ings  t h a t  contingency systems should b e  appl ied  t o  s t u d e n t s  a s  a group 

'ather than as i n d i v i d u a l s  i n  o rde r  t o  accomplish c o n t r o l  and e l i m i n a t e  be- 

hav ior  problems i n  a classroom s i t u a t i o n .  Herman and Tramontana (19711, i n  



11 
5 

deal ing  wi th  a group of Head S t a r t  children, found t h a t  t h e  groups wi th  in- 
r 

d iv idua l ly  administered cont ingencies  and the  groups wi th  group-applied con- 

t i ngenc ie s  responded s i m i l a r l y  t o  reinforcement procrdures .  They ten ta-  

t i v e l y  concluded t h a t  %t was e a s i e r  t o  d ispense  one r e i n f o r c e r  t o  t h e  c l a s s  

as a whole than t o  dispense one r e i n f o r c e r  t o  each c l a s s  member. I n  t h e i r  

review of t h e  l i t e r a t u r e  dea l ing  wi th  contingency systems, Litow and Pumroy 

(1975) concluded t h a t  i nd iv idua l ly  administered and scheduled cont ingencies  

f o r  t he  responses of each group member were imprac t i ca l  and uneconomical. 

The, group-oriented contingency systems a r e  more e f f i c i e n t  behavior  man- 

agement systems and make p o s i t i v e  use of t h e  peer  p re s su re s  which normally 

e x i s t  w i th in  the  t y p i c a l  classroom a s  a s o c i a l  group. 

P o s i t i v e  reinforcement  vs .  punishment cont ingencies .  A p o s i t i v e  con- I 
I 

t ingency system a p p l i e s  r e i n f o r c e r s  cont ingent  upon t h e  occurrence of co- 1 
I \ , 4  

ope ra t ive  and appropr i a t e  behaviors .  This  kind of system f o r  managing t h e  \ 9 
classroom is  based on t h e  premise t h a t  ch i ld ren  w i l l  coopera te  and work f o r  1 
that which b r ings  them pleapure (Eladsen & Madsen, 1970). 

Although p o s i t i v e  reinforcement cont ingencies  have been found t o  be 
f 

genera l ly  e f f e c t i v e  i n  modifying and c o n t r o l l i n g  classroom behaviors ,  

p u n i s b e n t  cont ingencies  can be equal ly  e f f e c t i v e  when they take  the  form 

of a c o s t  t o  t h e  s tuden t  f o r  i nappropr i a t e  behaviors .  Th i s  is the case  of I 
punishment type I1 i n  which r e i n f o r c e r s  a r e  taken away upon the  occurrence 1 

I 
of i nappropr i a t e  behaviors .  

Two condi t ions  must be met i n  o r d e r  f o r  t h i s  procedure t o  be e f f e c t i v e  

(Becker, 1973). F i r s t ,  a c l e a r c u t  method of earn ing  back l o s t  p o i n t s  or  

r e i n f o r c e r s  must be  a v a i l a b l e ,  Second, t he  punishment must b e  preceded by 

a warning $ igna lwh%ch ,  l a t e r ,  can be used a s  a condit ioned punisher .  I n  



o t h e r  words, t h e  s i g n a l  can a l e r t  t h e  s tuden t  t h a t  he/%he w i l l  be punished 

i f  i napp rop r i a t e  behavior  ensues,  which promotes t h e  non-occurrence of t h e  

i napp rop r i a t e  behavior .  

Such a response-cost procedure has  t h r e e  advantages.  F i r s t ,  i t  prevents  

i napp rop r i a t e  behaviors  from being r e in fo rced  through t eache r - a t t en t ion  be- 

cause t h e  condi t ioned punisher  a c t s  a s  a s i g n a l  no t  t o  respond i n  an inap- 

propriate manner. It a l s o  provides  r e i n • ’  o r c e r s  only f o r  app rop r i a t e  behav- 

i o r s .  Since t h e s e  a r e  incompatible  wi th  t h e  punished behavior ,  t h e  punish- 

able behavior is e f f e c t i v e l y  removed from t h e  r e p e r t o i r e  of probable  respon- 

ses. Third,  response-cost methods avoid t h e  use of a v e r s i v e  p u n i t i v e  s t i m -  

uli by which the s t u d e n t s  l e a r n  t o  avoid and escape  t h e  sou rces  and s i t u a -  

t i o n s  of punishment, namely , . the  teacher  and t h e  school .  Obviously,  t h e  

school should no t  become a p l ace  t o  be avoided i f  e f f e c t i v e  l ea rn ing  is  t o  

take place. 

A form of response-cost is t h e  time-out procedure.  I n  t h i s  method, t h e  

person emi t t i ng  i napp rop r i a t e  responses  is i s o l a t e d  from a s o c i a l l y  r e in -  

fo rc ing  s i t u a t i o n .  The advantages of t he  response-cost methods o u t l i n e d  

above work e f f e c t i v e l y  t o  ex t ingu i sh  i napp rop r i a t e  behaviors .  

Pun i t i ve  a c t i o n s  by themselves,  although e f f e c t i v e  i n  s topping  inappro- 

p r i a t e  behaviors ,  do n o t  i n d i c a t e  t o  t h e  s t u d e n t s  app rop r i a t e  behaviors  t o  

be s u b s t i t u t e d  f o r  t h e  misbehaviors.  Therefore ,  t h e  most e f f e c t i v e  punish- 

 at contingency system relies on t h e  response-cost procedure i n  which a 

warning s i g n a l  a c t s  as a condi t ioned punisher ,  and a c l e a r c u t  method of 

@8ming back t h e  r e i n f o r c e r  is a v a i l a b l e .  

Su-ary and Hypotheses 

The primary o b j e c t i v e  of school ing  i s  two-fold, namely, t h a t  s t u d e n t s  
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l ea rn  and t h a t  they be motivated i n t r i n s i c a l l y  through t h e  l ea rn ing  exper- 

ience i t s e l f .  However, l ea rn ing  o r  even the  reinforcement i t  may produce 

o f t e n  is  not  s u f f i c i e n t  i n  i t s e l f  t o  maintain the  a t t e n t i o n  and behavior of 

young ch i ld ren  engaged i n  extended l ea rn ing  t a sks .  Achievement, t he  acquis i -  

t i o n  of s k i l l s  and accompanying s o c i a l  approvals  a l s o  a r e  products  of learn-  

ing,  i .e . ,  learned  r e i n f o r c e r s ,  and t h e i r  e f f e c t i v e n e s s  depends on the  in- 

d iv idua l ' s  h i s t o r y  of l ea rn ing  ( S t a a t s ,  1973). 

Research has s u b s t a n t i a t e d  t h a t  contingency procedures ,  p roper ly  used, 

encourage c h i l d r e n  t o  work f o r  d e s i r a b l e  r e i n f o r c e r s .  Th i s ,  i n  t u r n ,  he lps  

t o  e s t a b l i s h  a p a t t e r n  of app ropr i a t e  behaviors  t h a t  c h i l d r e n  fol low and 

maintain even when, i n  t i m e ,  t he  contingency procedures undergo e x t i n c t i o n  

(Madsen & Madsen, 1970). 

Tfre purpose of t h i s  s tudy was t o  determine the  r e l a t i v e  e f f e c t i v e n e s s  

of two d i f f e r e n t  group-applied contingency systems f o r  reducing t h e  f r e -  

quency of i nappropr i a t e  behaviors  i n  a classroom s i t u a t i o n .  S p e c i f i c a l l y ,  

the  s tudy examined t h e  e f f e c t s  of two short-term contingency systems, one 

a poa i t i ve  reinforcement  system and the  o t h e r  a mild punishment type I 

system, each followed by a long-term p o s i t i v e  reinforcement/punishment 

system. It a l s o  at tempted t o  document t he  occurrence of p o s i t i v e  s ide -  

a f f e c t s ,  i n  t he  form of on-task behaviors ,  over the  experimental  per iod.  

TQ these  ends, t h e  s tudy  t e s t e d  the  fol lowing hypotheses: 

A. During both t h e  p o s i t i v e  reinforcement and the  punishment type  I 

contingency per iods  t h e r e  w i l l  be a c o n s i s t e n t  and s i g n i f i c a n t  de- 

c rease  i n  t he  frequency and r a t e  of occurrence of t h e  s p e c i f i c  

i nappropr i a t e  responses.  

B e  The short- term p o s i t i v e  reinforcement contingency system w i l l  

produce a g r e a t e r  decrease i n  i nappropr i a t e  responses than the  
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short- term punishment type  I contingency aystem. Since appropri-  

ate and inapprop r i a t e  behaviors  a r e  incompatible  i n  t h a t  they cap 

n o t  occur t oge the r ,  t h e  punishment type I may dec rease  inappro- 

p r i a t e  responaes,  bu t  w i l l  no t  p o s i t i v e l y  r e i n f o r c e  app rop r i a t e  

responses  (Dreikurs  & Casse l ,  1972). 

C, The percentage of on-task behaviors ,  a l though they a r e  no t  spec- 

i f i c a l l y  r e in fo rced ,  w i l l  s i g n i f i c a n t l y  i n c r e a s e  over  t h e  cont in-  

gency per iods .  Behaviors a r e  groups of responses  which develop 

toge ther  such t h a t  when one is  modif ied,  o t h e r s ,  w i t h  similar 

c h a r a c t e r i s t i c s ,  also a r e  modified even though n o t  d i r e c t l y  

r e in fo rced .  

This  s tudy ex tends  prev ious  r e sea rch  i n  t h r e e  d i s t i n c t  a r ea s .  F i r s t ,  

it measures the  r e l a t i v e  e f f e c t i v e n e s s  of each contingency system being 

appl ied  t o  t h e  same group by a r e v e r s a l  procedure.  Second, t h e  s tudy  record- 

ed no t  only t he  occurrence of s p e c i f i e d  app rop r i a t e  behaviors ,  bu t  r e l a t e d  

app rop r i a t e  behaviors  as w e l l  t o  determine i f  t h e  mod i f i ca t i on  of t h e  spec- 

i f i c  t a r g e t  behaviors  gene ra l i zed  t o  a s soc i a t ed  responses  w i th in  t h e  same 

class of behaviors ,  L a s t l y ,  t h e  p a r t i c i p a t i n g  c h i l d r e n  were a c t i v e l y  in-  

volved i n  s e l e c t i n g  t h e  behaviors  t o  be modified, i n  s e l e c t i n g  t h e  cont in-  

gent r e i n f o r c e r ,  and i n  determining t h e  c r i t e r i o n  used f o r  applying t h e  

r e i n f  o r ce r .  



CHAPTER 111 

METHOD 

Subjec ts  and S e t t i n g  

The teaching  environment i n  which the study occurred w a s  one a r e a  of 

a mult i -area teaching  space  involv ing  95 s t u d e n t s  i n  t h e  s i x t h  and seventh 

grades.  The ch i ld ren  had a t tended  t h i s  school  f o r  a l l  t h e i r  elementary 

schoo2ing and were accustomed t o  open a r e a  teaching  s t y l e s .  During t h e  study 

i tself  t h e r e  were f i v e  t e a c h e r s  i n  t h e  a r e a  who i n d i v i d u a l l y  taught  a d i s -  

t i nc t ,  bu t  more o r  less homogeneous group of s tuden t s .  The groups had been 

forated e a r l i e r  i n  t h e  yea r  on t h e  b a s i s  of t h e  s tuden t s '  performance on a  

teacher-made test on t h e  b a s i c  a r i t h m e t i c  opera t ions  us ing  whole, f r ac t i on -  

a l  and decimal numerals,  and r a t i o  and percent .  

The s t u d e n t s  p a r t i c i p a t i n g  i n  t h e  s tudy were a group of s i x  grade seven 

a tuden t s  ( t h r e e  boys and t h r e e  g i r l s )  and s i x t e e n  grade six s t u d e n t s  ( e igh t  

boys and e i g h t  g i r l s )  judged t o  be of average a b i l i t y .  They had shown mas- 

tery Q•’ t h e  b a s i c  ope ra t i ons  involv ing  whole numbers, bu t  had some d i f f i c u l -  

t i e s  i n  performing t h e  a r i t h m e t i c  ope ra t i ons  involv ing  common and decimal  

f r a c t i o n s  and wi th  r a t i o  and percent .  Informal observa t ions  revealed t h a t  

the group a s  a whole was t a l k a t i v e  and e a s i l y  d i s t r a c t e d  from t h e i r  t a sks .  

The t eacher  u sua l ly  spen t  cons iderab le  time urging s t u d e n t s  t o  a t t e n d  t o  t h e  

 sons. Unfor tuna te ly ,  t h i s  s t r a t e g y  seemed t o  produce t h e  a n t i t h e s i s  of 

the des i r ed  r e s u l t s .  S p e c i f i c a l l y  , t h e  frequency of the inapprop r i a t e  be- 

h a v i o r ~  a t tended  t o  by t h e  t eache r  seemed T O  i nc rease .  A s  an a l t e r n a t i v e ,  

the teacher  decided t o  use a  form of behavior  mod i f i ca t i on  i n  o rde r  t o  have 

the group as a  whole a t t e n d  t o  t he  l e s sons  o r  ass ignments  without  i n t e r -  

rup t ions .  The s p e c i f i c  s t r a t e g y  used was e s s e n t i a l l y  an improvisa t ion  of 

the 'good behavior game' a s  developed by Ba r r i sh ,  Saurlders and Wolf (1969) 



and Medland and Srachnik (1972). 

Behavioral & f i n i t i o n s  

Two s e t s  of behaviors  were i d e n t i f i e d .  I n i t i a l l y ,  t h e  t eache r  s e l e c t e d  

a s e t  of behaviors  based on those  used by previous experimenters  (Barr i sh ,  

Saunders, & Wolf, 19691, wi th  modi f ica t ions  t o  f i t  t he  p a r t i c u l a r  c l a s s -  

rum. The behaviors  i n  t h i s  s e t  a r e  h e r e a f t e r  r e f e r r e d  t o  a s  genera l  o f f -  

t a s k  behaviors  and a r e  l i s t e d  i n  Table 1. 

The off - task  behaviors  were grouped i n t o  t h r e e  c l a s s e s  of behaviors:  

verbal, out-of-seat, and d i s r u p t i v e .  The r a t i o n a l e  f o r  c r e a t i n g  t h e  t h r e e  

classes was t ha t  s p e c i f i c  o f f - t a sk  behaviors  wi th in  each c l a s s  were thought 

t o  be r e l a t e d  t o  one another  9nd o f t e n  func t ion  a s  a c l a s s  i n  decreas ing  

atvdent l e a rn ing  e f f i c i e n c i e s  of i nd iv idua l s  and of a group. 

The second s e t  of behaviors  was s p e c i f i e d  i n  cooperat ion wi th  t h e  

students through a d i scuss ion  l e d  by t h e  teacher .  The t eache r  began t h e  d i s -  

cussion by express ing  a need f o r  app ropr i a t e ,  i . e . ,  on-task,  behavior by t he  

s tuden t s  t o  permit them t o  maximize t h e i r  academic learn ing .  By means of 

Is&dtng ques t ions  from t h e  t eache r ,  the  s t u d e n t s  suggested s p e c i f i c  behaviors  

whPch they considered inappropr i a t e  and t o  i n t e r f e r e  wi th  t h e i r  l ea rn ing .  

The behaviors l i s ted  by t h e  s t u d e n t s  were gene ra l ly  equ iva l en t  to the of f -  

task behaviors  s e l e c t e d  by t h e  t eache r  a s  can be seen  i n  Table 1. The 

primary d i f f e r e n c e  between the  two l is ts  is  t h a t  the teacher -se lec ted  be- 

haviors  were more s p e c i f i c a l l y  ope ra t iona l i zed  t o  minimize t h e  need f o r  sub- 

j e c t i v e  i n t e r p r e t a t i o n  by an observer ,  The s t u d e n t s  then ranked t h e  be- 

hav iar~  they judged most d i s t u r b i n g ,  t h e  top f i v e  of which were made i n t o  a 

subse t  of behaviors  t o  be modified, h e r e a f t e r  r e f e r r e d  t o  a s  t a r g e t  o f f - t a sk  

bffhaviors (Table I).  A s i x t h  behavior ,  out-of-seat  w i th in  t h e  a r ea ,  was 
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s e l e c t e d  by the  teacher  and, with approval of the s t u d e n t s ,  became p a r t  of 

t he  t a r g e t  o f f - t a sk  behaviors .  Since the  t a r g e t  behaviors  a r e  representa-  

t i v e  of t he  c l a s s  t o  which they belong, reducing t h e i r  frequency of occur- 

rence might have a g e n e r a l i z a t i o n  e f f e c t  on t h e  c l a s s  of behaviors  as a whole. 

The s tuden t s  were a l s o  involved i n  s e l e c t i n g  the  long-term r e i n f o r c e r  by 

suggest ing poss ib l e  and d e s i r a b l e  contingency events .  The even t s  sug- 

ges ted  by the s tuden t s  included:  (a) f i v e  minute i n t e r v a l s  of f r e e  time 

ou t s ide  each time o s e s s i o n  succes s fu l ly  meets t he  c r i t e r i o n  l e v e l ,  

(b) p a r t i c i p a t i o n  i n  t4ath games once a week f o r  a whole s e s s i o n ,  

(c) an uns t ruc tured  per iod  once a week t o  ca tch  up on assignments ,  

(4) e l imina t ion  of homework on a r egu la r  b a s i s ,  and ( e )  a s p e l l i n g  bee 

once? a week, The t eache r ,  wi th  t he  agreement of t h e  s t u d e n t s ,  operat ion-  

d i z c d  one of t h e i r  sugges t ions ,  namely, the  e l imina t ion  of homework 

every eeeond scssim f o r  which the  condi t ions  e s t a b l i s h e d  f o r  t h e  

attafsswsat of t h i s  r e i n f o r c e r  had been met, 

Experfmental Design 

The experimental design cons i s t ed  of s i x  phases as p i c tu red  i n  

Figure 1. The d e s c r i p t i o n  of each phase fol lows.  

F igure  1. Phases of Experiment, 

Basel ine I Interven-  Intarven- Interven-  Reversal  Basel ine 
5 sess ion8  t i o n  I t i o n  11 t i o n  I11 I n t e r .  I1 I I 

9 s e s s i o n s  8 s e s s i o n s  8 s e s s i o n s  8 s e s s i o n s  8 se s s ions  

Baseline I. For this phase an independent observer merely recorded 

the frequency of the general off - task  behaviors  (Table I). No imposed 



cont ingenc ies  were i n  f o r c e  dur ing  t h i s  phase. 

Xntervention I. Th i s  i n t e r v e n t i o n  cons i s t ed  of t h e  di 
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.s cuss ion  be- 

tween t h e  teacher  and s t u d e n t s  about t h e  d i s r u p t i v e  behaviors  and t h e i r  

i n t e r f e r e n c e  i n  t h e  l e a r n i n g  process .  Th i s  d i s c u s s i o n  was held  between the  

f i f t h  and s i x t h  s e s s ions .  No changes were made i n  t h e  r eco rd ing  of t h e  gen- 

e r a l  o f f - t a sk  behaviors  as observed i n  Base l ine  I. No p re sc r ibed  contingen- 

c i e s  were i n  f o r c e  f o r  any of t h e  n i n e  s e s s i o n s  of t h i s  phase. 

kn te rvent ion  11. For t h i s  phase t h e  s t u d e n t s  were informed t h a t  a 

short-term punishment contingency and a long-term r e i n f  orcement lpunish- 

went contingency would be  i n  e f f e c t .  The short- term punisher  cons i s t ed  of 

a demeri t  p o i n t  (punishment type I )  assessed  t o  t h e  group f o r  each t a r g e t  

o f f - task  behavior  emi t ted  by any i n d i v i d u a l  s t u d e n t  i n  t h e  group. The long- 

t e r n  r e i n f o r c e r  was t h e  cont ingent  event  s e l e c t e d  by t h e  s t u d e n t s ,  namely, 

t h e  e l imina t ion  of homework every second s e s s i o n ,  This  r e i n f o r c e r  would be 

withdrawn i f  c r i t e r i o n  l e v e l s  p rev ious ly  e s t a b l i s h e d  had n o t  been m e t .  Thus, 

the long-term contingency event  could be e i t h e r  p o s i t i v e  reinforcement  o r  

punishment type 11. 

The c r i t e r i o n  l e v e l  was determined wi th  r e f e r ence  t o  t h e  Basel ine I da ta .  

Since t h e  average frequency of t h e  t a r g e t  o f f - t a sk  behaviors  dur ing  Base l ine  

1 Wm approximately 60 behaviors  per  s e s s i o n ,  t h e  t eache r  and t h e  s t u d e n t s  

agreed upon t h e  c r i t e r i o n  l e v e l  of 30 p o i n t s  ( i . e . ,  30 behaviors ) .  The 

teacher  recorded t h e  number o f  demerit  p o i n t s  on t h e  blackboard s o  t h a t  t h e  

s tuden t s  would be cont inuous ly  aware of t h e i r  performance. This phase 

h t e d  f o r  e i g h t  s e s s i o n s .  

. f n t e r v e n t i o n  111. For t h i s  phase the  s t u d e n t s  were t o l d  t h a t  a sho r t -  

term p o s i t i v e  reinforcement  contingency and a long-term reinforcement/punish- 

m n t  contingency procedure would be used. The short- term r e i n f o r c e r  cons i s t -  
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ed of merit p o i n t s  awarded bo t h e  group f o r  s u c c e s s f u l  t i m e  i n t e r v a l s  during 

which none of t h e  t a r g e t  o f f - task  behaviors  were emi t ted  by anyone i n  t h e  

group. An i n t e r v a l  of two minutes was suggested by t h e  t eache r  on t h e  b a s i s  

of some s p o t  checking whi le  In t e rven t ion  11 was i n  progress .  A c r i t e r i o n  

l e v e l  of t e n ,  two-minute i n t e r v a l s  was agreed t o  by t h e  s t u d e n t s  and the  

teacher .  This  c o n s t i t u t e d  roughly 57% of c l a s s  t i m e .  The l o n g - t e a  re in-  

foreamnt/punishment  contingency was t h e  same a s  f o r  I n t e r v e n t i o n  11. This  

phase l a s t e d  f o r  8 se s s ions .  

The r a t i o n a l e  f o r  us ing  a  punishment type I contingency dur ing  I n t e r -  

ven t ion  I f  and a p o s i t i v e  reinforcement  contingency dur ing  I n t e r v e n t i o n  I11 

was as fol lows,  The a p p l i c a t i o n  of a  punisher  does n o t  i n d i c a t e  app rop r i a t e  

behaviors  t o  s t u d e n t s :  only t hose  behaviors  no t  t o  be performed. The pos- 

itive: r e i n f o r c e r ,  however, does i n d i c a t e  t o  t h e  s t u d e n t s  which behaviors  

are appropr ia te .  Thus, t h e  c o n t r a s t  between these  two cont ingenc ies  would 

allow an assessment of t h e  p o s s i b l e  d i f f e r e n c e s  between t h e s e  two systems 

f o r  reducing t h e  frequency of t h e  t a r g e t  and gene ra l  o f f - t a s k  behaviors .  

Reversal.  A t  t h e  beginning of t h e  t h i r t y - f i r s t  s e s s i o n  t h e  t eache r  

e x p h i n e d  t h a t  t h e  cond i t i ons  f o r  In t e rven t ion  f I  would aga in  be i n  e f f e c t .  

This  phase l a s t e d  f o r  e i g h t  s e s s ions .  

Basel ine XI. This  phase was a  r e t u r n  t o  t he  cond i t i ons  of In t e rven t ion  

11, namely, t h e  cond i t i on  of s t u d e n t s  being aware of t h e  o f f - t a sk  behaviors  

bu t  wi th  no cont ingenc ies  in f o r c e  f o r  t he se  behaviors .  It was in t roduced  

by sinply t e l l i n g  t h e  s t u d e n t s  t h a t  t h e  i n t e r v e n t i o n s  and cont ingent  events  

Would no longer  be i n  e f f e c t .  A fourteen-day Christmas vaca t ion  i n t e r r u p t -  

ad t h i s  phase from t h e  Reversal  phase. This  phase l a s t e d  f o r  e i g h t  s e s s ions .  



Observat ion and Recording Procedures 

Observat ions were made between 1:05 p.m. and 1:40 p.m. each day f o r  

t h e  e n t i r e  s tudy.  There were two s e p a r a t e  observa t ion  schedules  kept  by 

two d i f f e r e n t  observers ,  

Schedule I : Of f-Task Behaviors,  An independent obse rve r  recorded 

each occurrence of  t h e  g e n e r a l  o f f - t a sk  behaviors  (Table I )  f o r  t h e  e n t i r e  

s tudy  (See Schedule I ,  Appendix A). Since t h e  t a r g e t  o f f - t a sk  behaviors  

were a subse t  of t h e  g e n e r a l  o f f - t a sk  behaviors ,  a continuous observa t ion  

r eco rd  of t h e  t a r g e t  behaviors  was a l s o  obtained even though t h e s e  were 

n o t  y e t  i d e n t i f i e d  p r i o r  t o  Base l ine  I .  

Schedule 11: On- and Off-Task Behaviors. A second independent obser- 

ver recorded the s t u d e n t s '  on- and o f f - t a sk  behaviors  throughout t h e  s tudy  

i n  o r d e r  t o  i d e n t i f y  any unintended e f f e c t s  r e s u l t i n g  from e i t h e r  contingen- 

cy system. The on-task behaviors  were separa ted  i n t o  two c a t e g o r i e s  (See 

Schedule XI, Appendix B). 'Hard' on-task behaviors  were those  about which 

t h e r e  were no doubts  t h a t  they were on-task,  e . g . ,  when s t u d e n t s  were us ing  

t h e i r  p e n c i l s  t o  work problems, responding t o  t h e  t eache r  a p p r o p r i a t e l y ,  and 

s o  on, ' So f t '  on-task behaviors  were those which requi red  t h e  observer  t o  

use soae d i s c r e t i o n ,  a s  when t h e  s t u d e n t s  appeared t o  be l i s t e n i n g  t o  t h e  

lesson ,  read ing  t h e  assignments o r  f i n i shed  wi th  t h e  t a s k  ass igned  bu t  were 

no t  engaged i n  o f f - t a s k  behavior .  

The o f f - t a sk  behaviors  included a l l  t h e  o f f - t a sk  behaviors  i n  Table  I. 

A d i s t i n c t i o n  was made between o f f - t a sk  responses which were s e l f - i n i t i a t e d  

by t h e  s tuden t  observed and those  which were i n i t i a t e d  by o t h e r s  (Appendix 

B). I f  a s tuden t  who was being observed i n i t i a t e d  t h e  behavior ,  i t  was ca t -  

egorized a s  ' s e l f - i n i t i a t e d ' .  If, whi le  t h e  s t u d e n t  was being observed, an- 

o the r  s tuden t  i n i t i a t e d  h i s / h e r  o f f - t a sk  behavior ,  t h e  response was c l a s s i -  

f i e d  a s  ' o t h e r - i n i t i a t e d '  . 
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Schedule If employed a tiare-sampling procedure i n  which each s tuden t  

was observed i n  a p rede temined  random o rde r  f c r  a t e n  second i n t e r v a l .  The 

record ing  w a s  done i n  rows of squares  with each column rep resen t ing  a ten- 

second i n t a r v a l .  The behaviors  were l i s t e d ,  and f o r  each s tuden t  observed, 

a check was made i n  t h e  app ropr i a t e  box oppos i te  t he  behavior exh ib i t ed  by 

t h a t  s tudent .  The observer  used an earphone t o  monitor a t ape  recording 

which had a ten-second s i g n a l  i n d i c a t i n g  t h e  passage of t h e  time i n t e r v a l .  

I n  t h i s  manner, t h e  observer  could continuously observe the  i n d i v i d u a l  

s t u d e n t s  without having t o  watch a timing device.  

I n  order  t o  record on-task behavior ,  t he  s tuden t  was requi red  t o  exhi- 

b i t  on-task behavior f o r  t h e  t o t a l  i n t e r v a l .  I f  a t  any time during the  

ten-second i n t e r v a l  t h e  s tudep t  exh ib i t ed  o f f - t a sk  behavior ,  the  e n t i r e  

i n t e r v a l  was recorded as of f - task .  The r a t i o n a l e  f o r  t h i s  was t h a t  i f  a 

s tuden t  engaged i n  o f f - t a sk  behavior during such a s h o r t  t i m e  i n t e r v a l ,  i t  

seems reasonable t o  assume t h a t  on-task concent ra t ion  was s e r i o u s l y  disrup-  

ted. 

The t ime-smpling procedure y i e l d s  an e s t ima te  of t h e  percentage of 

tfiae spent  i n  on-task and of f - task  behaviors .  Bushel l ,  Wrobel, and Michael- 

is (1969) used t h i s  technique t o  v a l i d a t e  t h e  assumption t h a t ,  i n  a given 

s i t u a t i o n ,  t he  behavior  observed a t  f ixed  i n t e r v a l s  adequately r e p r e s e n t s  

t he  behaviors  a s  they occurred during the  t o t a l  i n t e r v a l .  I f  a c h i l d ' s  be- 

haviors  a r e  observed seven tiws dur ing  a d a i l y  observa t ion  per iod  and the  

on-task behaviors  were observed f o u r  t imes,  then  the  r a t e  of on-task behavior 

f o r  t h a t  c h i l d  would be four-sevenths,  The r a t e  of on-task behavior f o r  t h e  

group as a whole would be the  sum of a l l  the  i n d i v i d u a l  scores .  The percent-  

age of on- and of f - task  behaviors  was ca l cu la t ed  as t h e  number of on- o r  

of f - task  responses,  divided by the  t o t a l  number of responses ,  and mult i -  
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p l i e d  by 100. 

Teacher observa t ions .  The teacher  observed and recorded t h e  frequency 

of t h e  t a r g e t  o f f - t a sk  behaviors  a s  def ined  by t h e  d i scuss ion  wi th  t h e  s tu-  

den t s  i n  In t e rven t ion  I (Table 1). Each time any one of t h e  t a r g e t  behaviors  

occurred during In t e rven t ions  I ,  11, and Reversal ,  t h e  teacher  recorded i t  

on a hand-held manual counter .  This  count made by the  t eache r  was used t o  

determine whether t h e  s t u d e n t s  achieved t h e  cont ingent  event .  

During In t e rven t ion  1 x 1 ,  t h e  teacher ,  by means of a  s topwatch,  re-  

corded the  number of completed two-minute i n t e r v a l s  dur ing  which no s tuden t  

exhib i ted  any of t h e  t a r g e t  o f f - t a sk  behaviors .  

Tra in ing  cE Observers 

P r i o r  t o  t h e  s tudy ,  t h e r e  was a one week t r a i n i n g  per iod  f o r  both t h e  

teacher and the  two independent observers .  The two independent observers  

used both obeervat ion schedules  and acted a s  i n t e robse rve r  r e l i a b i l i t y  checks 

f o r  each o t h e r  dur ing  t h e  t r a i n i n g  period.  When Schedule I recording s h e e t s  

were used, t h e  teacher  a l s o  recorded t h e  frequency of some a r b i t r a r i l y  sel- 

ec t ed  t a r g e t  behaviors.  In  t h i s  way, t r a i n i n g  was cont inued u n t i l  a high 

d e ~ r e e  of i n t e robse rve r  r e l i a b i l i t y  was e s t ab l i shed .  In  a d d i t i o n ,  s e v e r a l  

r e l i a b i l i t y  checks were made a t  va r ious  p o i n t s  throughout t h e  s tudy  with 

both independent obse rve r s  us ing  t h e  time-sampling obse rva t ion  schedule o r  

t h e  o f f - t a sk  obse rva t ion  schedule a t  a  time of day d i f f e r e n t  from t h a t  dur ing  

which the  experiment was conducted. 

Throughout t he  s tudy ,  wi th  the  except ion of In t e rven t ion  111, the  teach- 

er's recordings of t h e  frequency of t h e  t a r g e t  behaviors  were used a s  rough 

in t e robse rve r  r e l i a b i l i t y  checks between the t eache r  and t h e  independent ob- 

W r v e r  using Schedule I.  Since t h e  t a r g e t  behaviors  were a  subse t  of t he  
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general off-task behaviors, it vclsr thought that a high degree of interobserv- 

er agreement for the target behaviors would be a strong indication of the 

r e l i a b i l i t y  of the frequency of a l l  the general off-task behaviors. 



CHAPTER IV 

RESULTS 

Reliability of Observations 

The r e l i a b i l i t y  of t h e  on-task observa t ions  obta ined  us ing  Schedule 11 

w a s  analyzed t h r e e  times dur ing  t h e  t r a i n i n g  s e s s i o n s  and once during t h e  

f i f t h  phase, In t e robse rve r  agreement between t h e  primary observer  and t h e  

r e l i a b i l i t y  observer  was cafculerted by d iv id ing  t h e  number of i n t e r v a l s  f o r  

which the re  was p e r f e c t  agreement by t h e  t o t a l  number of i n t e r v a l s ,  mult i -  

p l i e d  by 100, These propor t ions  ranged from 69% t o  loo%, wi th  a mean 

of 89%. 

The r e l i a b i l i t y  of o f f - t a sk  behavior  obse rva t ions  from Schedule I was 

analyzed twice dur ing  t h e  t r a i n i n g  s e s s i o n s  and twice dur ing  t h e  study. 

Agreement was analyzed s e p a r a t e l y  f o r  each c l a s s  of responses (ve rba l ,  out- 

of-seat, and d i s r u p t i v e )  and ca l cu la t ed  by d iv id ing  t h e  sma l l e r  number of 

responses observed by t h e  l a r g e r  number of responses observed, m u l t i p l i e d  

by 100. The ranges and means of t h e  in t e robse rve r  agreements f o r  each 

c l a s s  of responses were: v e r b a l  responses (93% - 98%; M = 96X), out-of- 

s e a t  responses (71% - 98%; M = 82%) ,  and d i s r u p t i v e  responses (84% - 91%; 

M = 87%). 

The two observa t ion  schedules  were d i f f e r e n t .  Schedule I w a s  used t o  

recard  t h e  response f requsncfes  of t h e  o f f - t a sk  behaviors  f o r  each sess ion .  

Schedule IX was used t o  record the  on-task behaviors  over t i m e  i n t e r v a l s  

during each sess ion .  

I n  add i t i on ,  t h e  r e l i a b i l i t y  of t h e  group of t a r g e t  o f f - t a sk  responses 

was analyzed f o r  each s e s s i o n  of 

In t e rven t ion  111. In te robse rve r  

the s tudy 

agreement 

except  during Base l ine  I and 

between t h e  t eache r  and t h e  
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independent observer  us ing  Schedule X was ca l cu la t ed  i n  t h e  same way a s  f o r  

t h e  gene ra l  o f f - t a sk  behavior  observa t ions .  The percentage of agreement 

ranged f r m  30% t o  100X, with  an average of 81% and a s tandard  dev ia t ion  of 

15.9. This  s tandard  dev ia t ion  ind ica t ed  l a r g e  descrepancies  between t h e  

observa t ions  by t h e  teacher  and t h e  independent observer .  I n  comparison, 

t h e  percentage of agreement i n  observa t ions  f o r  t h e  t a r g e t  o f f - t a sk  behav- 

iors recorded by t h e  primary and r e l i a b i l i t y  observers  dur ing  t h e  t r a i n i n g  

and ana lys i s  s e s s i o n s  ranged from 87% t o  97%, with  an average of 91% and a 

s tandard  dev ia t ion  of 2. 

Ove ra l l  Behavioral Responses 

General o f f - t a sk  behaviors .  F igure  2 shows the  e x t e n t  t o  which the  

gene ra l  o f f - t a sk  behaviors  were infuenced by the  experimental  manipulations.  

Descr ip t ive  s t a t i s t i c s  f o r  t he  frequencies  of behaviors  i n  each phase a r e  

summarized i n  Table 11. 

The d a t a  f o r  Base l ine  I i n d i c a t e  t h a t  t he  mean frequency of t h e  genera l  

of f - task  behaviors  was 110, wi th  a s tandard  dev ia t ion  of 16.7. This  mean 

frequency of responses decreased t o  80 a s  a r e s u l t  of In t e rven t ion  I ,  b u t  

recorded the  g r e a t e s t  f l u c t u a t i o n s  a s  evidenced by the  s tandard  d e v i a t i o n  

of 26.4. The mean frequency continued t o  decrease  f o r  In t e rven t ion  I1 t o  34 

and In t e rven t ion  I11 t o  18. Reversal  showed a s l i g h t  i nc reas ing  t r end  t o  a 

mesun of 21 ,  which cont inued during Basel ine I1 t o  a mean of 3 0 .  As t h e  mean 

f requencies  of responses decreased the  behaviors  s t a b i l i z e d  and showed less .  

f l u c t u a t i o n  as measured by the  s tandard  dev ia t ions  (Table 11). 

Target  behaviors .  The d a t a  repor ted  f o r  t he  t a r g e t  o f f - t a sk  behaviors  

were based on the  frequency of responses a s  recorded by t h e  independent 

observer  us ing  Schedule I (Figure 3). The da t a  are summarized i n  Table 11. 



Figure 2. General Off-Task Behaviors. 
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Figure 3. Target Off-Task Behavlors. 
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The data f o r  Basef ine I i n d i c a t e  t h a t  t h e  mean frequency of t h e  t a r g e t  

o f f - t a s k  responses  was 79. The mean frequency of responses  was lower during 

In t e rven t ion  1, but  showed t h e  g r e a t e s t  f l u c t u a t i o n  a s  i n d i c a t e d  by t h e  

s tandard  d e v i a t i o n  of 24.3. The mean frequency of responses  cont inued t o  

decrease  f o r  In t e rven t ion  11 t o  22 and In t e rven t ion  111 t o  9. Reversa l  

showed a s l i g h t  i nc reas ing  t r end  i n  frequency of responses  t o  a  mean of 11, 

which became more s i g n i f i c a n t ,  i n  terms of classroom i m p l i c a t i o n s ,  dur ing  

Base l ine  I1 t o  a  mean of 24. 

On- and o f f - t a sk  record ings .  Figure 4 shows t h a t  t h e  contingency 

procedures p o s i t i v e l y  a f f e c t e d  t h e  gene ra l  percentage of on- and o f f - t a sk  

behavior  of t h e  s tuden t s .  There was an i n c r e a s e  of about f i v e  percentage 

p o i n t s  i n  on-task behavior  f o r  In t e rven t ion  I ,  w i th  a f u r t h e r  i n c r e a s e  of 

two percentage p o i n t s  f o r  each of In t e rven t ions  I1 and 111. This  high lev- 

e l  was maintained f o r  Reversal.  A decrease  of about two percentage p o i n t s  

was recorded f o r  Base l ine  I f .  

Classes of Behaviora l  Responses 

Figures  5 and 6 show t h e  e x t e n t  t o  which t h e  c l a s s e s  of gene ra l  o f f -  

t a s k  and t a r g e t  o f f - t a sk  behav io r sC  v e r b a l ,  ou t -of -sea t ,  and d i s r u p t i v e  - 
were in•’ luenced by the contingency procedures .  The comparisons of f  re- 

quencies  f o r  t he  d i f f e r e n t  response ca t ego r i e s  and c l a s s e s  a r e  summarized 

i n  Table 11. 

Verbal Responses. The v e r b a l  responses  were most f requent  of a l l  

c l a s s e s  of gene ra l  o f f - t a s k  and t a r g e t  o f f - t a sk  behaviors .  The reduc t ion  

i n  response f requenc ies  was s i g n i f i c a n t ,  f o r  classroom imp l i ca t i on ,  a s  a  

r e s u l t  of In t e rven t ion  I f o r  both t h e  gene ra l  and the  t a r g e t  response 

ca t ego r i e s ,  A t  t he  same t ime,  t h i s  phase recorded t h e  g r e a t e s t  s tandard  



Figure  4 .  Percentage  of On-Task and Off-Task Behaviors. 
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Figure 5 .  Classes o f  General Off-Task Behaviors. 
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Figure 6 .  Classes of Target Off-Task Behaviors. 
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dev ia t i ons  f o r  both t h e  gene ra l  and t h e  t a r g e t  response ca t ego r i e s .  The re- 

duc t ion  i n  t h e  mean response frequency f o r  t h i s  c l a s s  was g r e a t e s t  as n re- 

s u l t  of I n t e r v e n t i o n  I1 f o r  both c a t e g o r i e s ,  and cont inued t o  decrease  as 

a r e s u l t  of I n t e r v e n t i o n s  I1 and 111. A t r end  towards an i n c r e a s e  i n  mean 

frequency of responses  was recorded a s  a r e s u l t  of Reversal ,  However, t h e  

i nc rease  was no t  a s  g r e a t  a s  t h e  decreases  recorded f o r  t h e  previous t h r e e  

phases.  The inc reas ing  t r end  was more s i g n i f i c a n t  a s  a r e s u l t  of Base- 

l i n e  11. 

Out-of-seat response  c l a s s ,  F igures  5 and 6 i n d i c a t e  t h e  extent t h a t  

t he  out-of-seat response f requenc ies  were a f f e c t e d  by t h e  contingency pro- 

cedures,  This  c l a s s  of  responses  accounted Bor 19% of  a l l  t h e  mean re- 

sponse f requenc ies  recorded f o r  Basel ine I. The mean f r equenc i e s  of re- 

sponses f o r  t he  two c a t e g o r i e s  were reduced s i g n i f i c a n t l y  ss a r e s u l t  of 

In t e rven t ion  I. The decrease  i n  mean response f r equenc i e s  was continued 

f o r  In t e rven t ion  11. The gene ra l  o f f - t a sk  mean response f requenc ies  con- 

t i nued  t o  show s l i g h t  r educ t ions  f o r  In t e rven t ion  11: and Reversa l ,  whi le  

t h e  t a r g e t  o f f - t a sk  mean response f requenc ies  remained v i r t u a l l y  un- 

changed. S l i p h t  i n c r e a s e s  i n  t h e  mean response f r equenc i e s  were record- 

ed f o r  both c a t e g o r i e s  a s  a r e s u l t  of Base l ine  11, 

Dis rup t ive  response c l a s s .  F igures  5 and 6 show t h e  r e s u l t s  of t he  

contingency procedures  on t h e  d i s r u p t i v e  responses.  The mean response 

f requenc ies  f o r  both' c a t e g o r i e s  decreased a s  a r e s u l t  of In t e rven t ion  I ,  

The mean frequency of t h e  gene ra l  response ca tegory  cont inued t o  s l i g h t l y  

decrease a s  a r e s u l t  of I n t e r v e n t i o n s  I1 and 111, s l i g h t l y  increased  f o r  

Reversal  and decreased f o r  Base l ine  11. The mean response frequency of t h e  

t a r g e t  response ca tegory  remained e s s e n t i a l l y  unchanged f o r  I n t e r v e n t i o n  

11, decreased f o r  I n t e w e n t i o n  111, increased  f o r  Reversa l  and aga in  de- 



creased  for Basel ine I f .  

On- and of f - task  ca t egor i e s  of behavior.  The d a t a  f o r  t h e  d i f f e r e n t  

on- and o f f - t a sk  ca t egor i e s  were summarized i n  Figure 7. This  d a t a  in- 

d i c a t e s  t h a t ,  wi th  t he  except ion  of Reversal,  t h e  percentage of 'hard '  on- 

t a s k  behaviors  had an inc reas ing  t r end ,  while  t h e  ' s o f t '  on-task behaviors  

had B decreasing t rend.  The percentage of o f f - t a sk  behaviors  c o n s i s t e n t l y  

decreased f ro= t h e  Base l ine  I f requencies  through t h e  In t e rven t ions  and 

Reversal phases. A s l i g h t  i nc rease  i n  percentage frequency was observed 

for  Baseline X I .  The inc reases  were r e l a t i v e l y  smal l ,  but  s t i l l  s i g n i f -  

i c a n t  en view of t h e  r e l a t i v e l y  high s tandard  of on-task behaviors  record- 

ed fax  Baseline I. 

Achisveawtnt of The Long-Term Reinforcer  

The long-term r e i n f o r c e r ,  t he  e l imina t ion  of homework f o r  every sec- 

ond se s s ion  when the predetermined condi t ions  were met,  was given a s  a 

func t ion  of the  t eache r ' s  observa t ions  of the  f requencies  of t h e  t a r g e t  be- 

havior$. The s t u d e n t s  a s  a group were succes s fu l  i n  meeting t h e  prede ter -  

ained condi t ions  i n  every ins tance .  The range and mean of t h e  t a r g e t  re- 

sponse& fox  In t e rven t ion  I1 were (11  - 26; M = 18.4) and f o r  Reversal  

(3  - 11; H 7.6). The range and mean of t he  completed time i n t e r v a l s  

f o r  In t e rven t ion  111 were (11  - 1 7 ;  M = 13.6).  Even i f  t h e  r e i n f o r c e r  had 

been made a v a i l a b l e  on t h e  b a s i s  of the  f requencies  as recorded by the  in- 

dependent r eco rde r  t h e  group would have obtained t h e  r e i n f o r c e r  i n  every 

i n s  t anca , 

Summary 

Figures  2 through 5 and Table I1 i n d i c a t e  t he  ex t en t  of t h e  e f f e c t  



Figure 7. Categories of On-Task and Of f-Task Behaviors. 
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which the contingency procedures had on a l l  the  o t f - t a s k  behaviors  and the 

c l a s s e s  of o f f - t a s k  behaviors ,  (;enerally,  the  f requencies  of all verba l  

responses were s i g n i f i c a n t l y  reduced, i n  terms of classroom impl i ca t ions ,  

from the  Basel ine l e v e l s  f o r  In te rvent ions  I ,  11 and 111. A r eve r s ing  

t rend was recorded f o r  Reversal and Basel ine 11. The same p a t t e r n  was 

I 

noted for the genera l  ou t -of -sea t  behavior f requencies ,  while  f o r  the 

t a r g e t  response ca tegory  a  decrease  f o r  t h i s  c l a s s  was noted only f o r  In- 

te rvent ions  I and 11. The mean response f requencies  of the  t a r g e t  out-of-  

s e a t  behaviors remained almost s t a b l e  f o r  In t e rven t ion  L I T  and Reversal 

while a s l i g h t  i nc rease  was recorded fo r  Basel ine TI. 

The p a t t e r n  of r e s u l t s  f o r  the  general  d i s r u p t i v e  behaviors  was s i m -  

i l a r  t o  t h a t  of the  verba l  response c l a s s  with one except ion .  There was a  

decrease  i n  the  mean response frequencies  from Reversal t o  Basel ine I1 

[Table XI), The p a t t e r n  s f  r e s u l t s  f o r  the  t a r g e t  d i s r u p t i v e  behaviors  

was q u i t e  var ied.  The mean response frequency decreased from Basel ine I 

t o  I n t e t v e n t i s n  I ,  remained s t a b l e  f o r  In t e rven t ion  I1 and dropped t o  a l -  

most fno ign i f i can t  l e v e l s  f o r  In t e rven t ion  111, Reversal and Basel ine 11. 

The f l u c t u a t i o n s  of s l i g h t  i nc reases  and decreases  were probably f l o o r  

e f f e c t s  in that t he  f requencies  were a l ready  a t  low l e v e l s  and could not  

be reduced stgntficantly f u r t h e r .  

The propor t iona te  l e v e l s  of t he  c l a s s e s  oE behaviors  i n  terms of a  

percentage of t h e  t o t a l  responses were roughly maintained throughout the 

s tudy  (Table 111). The verba l  response c l a s s  c o n s i s t e n t l y  had the  high- 

est percentage of mean f requencies  of a l l  phases.  The r e l a t i v e  frequency 

l e v e l s  f o r  each c l a s s  of genera l  o f f - t a sk  responses were s i m i l a r  only f o r  

In t e rven t ion  111. An unusual ly l a r g e  propor t iona te  frequency l e v e l  was 

observed f o r  the t a r g e r  ou t -of -sea t  behaviors f o r  In t e rven t ion  111. 

Other f l u c t u a t i o n s  were observed but were not a s  s i g n i f i c a n t ,  



Table 111 

Cowparison of Mean Responses as Percentages of 
the Total Number of Responses For Each Phase. 

Phases Classes  of Behavioral Responses 
General Responses Target Responses 

A B C A B C 
Baseline I 64 19 17 7 8 19 3 
Intervention I 7 1 17 1 2  83 13 3 
Intervention 11 5 6 19 23 8 2 10 9 
Intervention 111 38 26 3 7 6 5 3 2 3 
Reversal 46 18 3 6 68 19 10 
Btisaline I1  7 2 18 10 83 15 2 - 

Mote: A = Verbal of f-task responses.  
B Out-of-seat of f -  task responses.  
C = Disruptive o f f - ta sk  responses.  
Percentages may not sum t o  100 due t o  rounding. 



CHAPTER V 

DISCUSSION OF RESULTS 

General Observat ions 

The contingency procedures  def ined  and used i n  t h i s  s tudy  s i g n i f i -  

1 
c a n t l y  and r e l i a b l y  modified t he  c l a s s  of ve rba l  t a r g e t  behaviors  i n  

normal classroant s i t u a t i o n s .  The procedures a l s o  modified t h e  c l a s s e s  of 

ou t -of -sea t  and d i s r u p t i v e  behaviors  but t h e  e f f e c t s  were l e s s  pronounced, 

pos s ib ly  due t o  f l o o r  e f f e c t s  ( see  Figure 6 ) .  These f i nd ings  support  

previous r e sea rch  (Schmidt & Ulr i ch ,  1969; Ba r r i sh ,  Saunders & Wolf, 1969; 

Medland & Stachnik,  1972) t h a t  o f f - t a s k  behaviors  can be e f f e c t i v e l y  

modified by contingency procedures .  Not only were t he  t a r g e t  response 

f requenc ies  reduced, but t he  f requenc ies  of t he  c l a s s e s  of responses  t o  

which t h e  t a r g e t  responses  belonged were s i m i l a r l y  reduced. These r e s u l t s  

were s i m i l a r  t o  those of t he  s tudy by O'Leary and Drabman (1971) who found 

t h a t  cont ingenc ies  tended t o  i nc rease  the  frequency of the  emission of 

s i m i l a r  app rop r i a t e  behaviors  through a  response g e n e r a l i z a t i o n ,  even 

thcrugh a p p l i c a t i o n  of the  procedures was made only upon the  occurrence of 

s p e c i f i c  app rop r i a t e  respontes .  The presen t  s tudy  found t h a t  such response 

g e n e r a l i z a t i o n  a l s o  he ld  i n  terms of decreas ing  t h e  frequency of s i m i l a r  

i napp rop r i a t e  behaviors  even though the  a p p l i c a t i o n  of t he  procedures was 

made only upon t h e  occurrence of the  t a r g e t  response c l a s s e s .  

Two congnents need t o  be made about I n t e r v e n t i o n  I .  F i r s t ,  when t h e  

s tudy was designed,  some e f f e c t s  were a n t i c i p a t e d  t o  r e s u l t  from t h e  d i s -  

cuss ion  about d i s r u p t i v e  behaviors .  S p e c i f i c a l l y ,  i t  might have been pre- 

1. "Signi f ican t"  i n  t h i s  d iecuss ion  i s  def ined  i n  terms of p r a c t i c a l  r a t h e r  
than s t a t i s t i c a l  a m l i c a t i o n .  No s t a t i s t i c s  were corn~uted for  t h i s  s tudv.  
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dieted that a whole-class discussion on behavior problems would make more 

salient the disruptive influence they had on learning as well as help the 

students to specify exactly what some of these behaviors were. However, 

the effects of the discussion were greater than expected. As such, they 

seem to contradict the findings of Madsen, Becker and Thomas (1968) that 

rules alone exert little effect on classroom behaviors. A possible explana- 

tion might be that the discussion made salient for the students some natural 

but typical dormant reinforcement or punishment contingencies relevant to 

reducing disruptive behaviors. However, had the number of sessions follow- 

ing the discussion been greater, it can also be hypothesized that these 

typically inoperative contingencies may have again become ineperative, 

resulting in a reinstatement 'of the "natural" environment prior to the 

diarcussion with its increased levels of disruptive behaviors. 

Secondly, Bandura (1967) indicated the importance of involving students 

in selecting the target responses and the contingent event to achieve an 

effective procedure. However, the discussion itself may have, especially by 

involving the students in the aforementioned ways, carried over to influence 

the responses of the students in other phases. This speculation can not be 

tested by the data collected. To determine more clearly the effects of the 

discuseion, further research needs to be undertaken. This should involve the 

use of both control and experimental groups to examine if the discussion did 

in fact set up stimulus control and if the discussion somehow evoked or made 

operative some "dorraant'' contingencies which were not observed. 

The relative effectiveness of the two short-term contingency proce- 

dures was found to be numerically different. However, for practical class- 

room application, the short-term reinforcement procedures were found to be 

substantially and significantly more effective only in reducing the verbal 



response frequencies .  The short- term reinforcement and the  shor t - te rm 

punishment procedures were found t o  be s i m i l a r l y  e f f e c t i v e  i n  modifying and 

reducing the  o the r  c l a s s e s  of behaviors.  Thus, the  second hypothes is ,  i n  

tern8 of p r a c t i c a l  classroom a p p l i c a t i o n ,  was shown t o  hold f o r  t he  verba l  

response c l a s s ,  but was not  conclus&ve f o r  t he  out -of -sea t  and the  d i s -  

r u p t i v e  c l a s s e s .  The response f requencies  f o r  those  two c l a s s e s  were mod- 

i f i e d  d i f f e r e n t l y  t o  some e x t e n t ,  but  were a l ready  a t  r e l a t i v e l y  low l e v e l s  

of emission, and small  d i f f e r e n c e s  a t  such low l e v e l s  would have no s i g n i f -  

i c a n t  c l a s s r a m  app l i ca t ions .  

Despite t he  Eact t h a t  both shor t - te rm cont ingencies  were e f f e c t i v e  i n  

reducang the  f requencies  of t he  inappropr i a t e  behaviors ,  informal  observa- 

t i o n s  and d i scuss ions  wi th  the s tuden t s  i nd ica t ed  t h a t  t he  s tuden t s  pre- 

f e r r e d  the  shor t - te rm reinforcement  contingency. A s  w e l l ,  t he  genera l  

classroom atmosphere seemed t o  be more p o s i t i v e ,  a l though the re  i s  no d a t a  

t o  s u b s t a n t i a t e  t h i s  claim. 

The c r i t e r i o n  l e v e l  f o r  the  shor t - te rm reinforcement  contingency meant 

that t h e  group as a whole could not  engage i n  any t a r g e t  o f f - t a s k  behaviors  

f o r  a t  l e a s t  twenty of t h e  s e s s i o n ' s  t h i r t y - f i v e  minutes.  Resul t s  showed 

t h a t  t he  group u s u a l l y  achieved more than the  r equ i r ed  twenty minutes and, 

cowpared to Basel ine 1 d a t a ,  t h i s  was very s a t i s f a c t o r y  f o r  the  teacher .  

The percentage of on-task behavior increased  r e l a t i v e  t o  the b a s e l i n e  

f o r  each of t he  In t e rven t ion  phases.  No r e l a t i v e  d i f f e r e n c e s  i n  e f f e c t -  

iveness  were determined between the  shor t - te rm contingency systems. This 

m y  have been due to  the  Eact t h a t  the long-term reinforcement  procedure 

was i n  e f f e c t  during those shor t - te rm contingency procedures.  Although the  

inc rease  i n  terms of percentage p o i n t s  (about 8) appears  t o  be low, i t  can 

be considered important  i n  view of t he  r e l a t i v e l y  high l e v e l  of on-task 

behavior exh ib i t ed  by t h e  a tudents  during Basel ine I (86.7%) Thus, t he  



t h i r d  hypothesis  t h a t  t he  percentage of on-task behavior would inc rease  

over the  contingency per iods  was accepted.  

The frequency of t he  o f f - t a s k  responses va r i ed  from one s e s s i o n  t o  

another  w i t h i n  each phase. This  seemed t o  be an i n d i c a t i o n  t h a t  u sua l  

classroom condi t ions  were p r e s e n t ,  r e f l e c t i n g  the  mood of t he  c l a s s  and the  

r e l a t i v e  d i f f i c u l t y  and i n t e r e s t  of the  top ic  d e a l t  wi th  dur ing  any s p e c i f i c  

s e s s ion ,  This f l u c t u a t i o n  i n  response frequencies  increased  s i g n i f i c a n t l y  

f o r  t h e  genera l  a s  w e l l  a s  t he  t a r g e t  o f f - t a s k  behaviors  a s  groups,  and f o r  

the genera l  verba l  behaviors  and the  c l a s s e s  of t a r g e t  ve rba l  and out-of-  

seat behaviors ,  as a r e s u l t  of In t e rven t ion  1. This  was r e f l e c t e d  by an 

inc rease  i n  the s t anda rd  dev ia t ion  f o r  t he  mentioned f requencies .  However, 

f o r  most o ther  c l a s s e s  and c a t e g o r i e s ,  t he  s tandard  d e v i a t i o n s  decreased 

as the  frequencies  decreased and v i ce  versa .  

Not a l l  s e s s i o n s  were the  same. Some ses s ions  were spent  i n  completing 

a qu iz  ( sess ions  7 ,  13 ,  and 24). During these  s e s s i o n s ,  t he  frequency of 

a l l  responses was lower compared t o  most o the r  s e s s i o n s  f o r  the p a r t i c u l a r  

phaae. However, comparison of  qu iz  s e s s ions  which took p l ace  during I n t e r -  

vent ions  I and 11 ind ica t ed  t h a t  the r e l a t i v e  e f f e c t s  of the  in t e rven t ions  

were maintained a c r o s s  such se s s ions .  S imi la r  r e l a t i v e  e f f e c t s  were found 

ac ros s  s e s s ions  which were not  of t he  complete 35-minute time i n t e r v a l .  

Sessions 3, 21, and 30 were each 30 minutes., while  s e s s i o n  35 was only 22% 

minutes,  Time t a b l e  i n t e r r u p t i o n s ,  f requent  i n  a l l  schools ,  were the cause 

of these  d i f f e r ences .  I n  these  in s t ances ,  the  f requencies  of t he  responses 

d i d  no t  vary g r e a t l y  from those  f o r  o the r  s e s s i o n s  dur ing  t h e  r e spec t ive  

phases.  

The discussion between the  s tuden t s  and the  teacher  regard ing  the  need 

f o r  more acceptab le  classroom behaviors  had a  s i g n i f i c a n t  e f f e c t  on modi- 

fy ing  t h e  f requencies  of a l l  behaviors .  These r e s u l t s  support  Bandura's 



(1967) i d e n t i f i c a t i o n  of the  importance of involving the  s t u d e n t s  i n  

con t r ibu t ing  both t o  t he  genera l  and the  t a r g e t  behaviors  t o  be modified, 

as w e l l  as i n  t he  s e l e c t i n g  of the  app ropr i a t e  r e i n f o r c e r ,  i n  devis ing  an 

e f f e c t i v e  procedure. Allowing the  s tuden t s  t o  s e l e c t  t he  r e i n f o r c i n g  event  

seemed t o  have ensured t h a t  i t  would be of s u f f i c i e n t  s t r e n g t h  t o  s i g n i -  

f i c a n t l y  and c o n s i s t e n t l y  modify the  behavior f requencies .  

The response f requencies  f o r  the  Reversal phase d i d  not  r e t u r n  t o  the  

l e v e l s  prev ious ly  recorded dur ing  Basel ine I and In t e rven t ion  I. This  was 

presumably due t o  t h e  appropr i a t e  behaviors  being e s t a b l i s h e d  t o  t he  ex t en t  

thee these  had become somewhat i n t e r n a l i z e d  by the  s tuden t s .  This i s  sup- 

por ted  by the  frequencies o f  the  responses a s  recorded dur ing  Basel ine 11. 

The r e l a t i v e l y  i n s f g n i f i c a n t  'decrease i n  the  frequency of t h e  t a r g e t  d i s rup-  

t i v e  response c l a s s  can be explained i n  t h a t  these  responses were a t  an in s ig -  

n i f i c a n t  l e v e l ,  even durinc! Basel ine I .  However, the  maintainance of these  

low f requencies  even a f t e r  a two-week Christmas hol iday  is noteworthy. 

Research Concerng 

Observer d iocrepancies .  The independent observer  u sua l ly  recorded a 

g r e a t e r  frequency of t a r g e t  o f f - t a sk  behaviors  than d i d  the  teacher .  One 

reaeon f o r  t h i s  was t h a t  the  teacher  could not observe the  behaviors  while  

w r t t i n g  on the  blackboard o r  he lp ing  ind iv idua l  s tuden t s .  Despi te  these 

d iscrepancies ,  t he  r e s u l t s  of t h i s  s tudy i n d i c a t e  t h a t  i t  i s  poss ib l e  f o r  

classroom teachers  t o  a c t  a s  observers  and behavior  mod i f i e r s  t o  substan- 

t i a l l y  modffy the  behaviors  of t h e  s tudents .  

Time samplina procedure. The time sampling procedure a s  used t o  

determine the  percentage of on-task behavior of the  s t u d e n t s  a s  a group 

d i d  not  accu ra t e ly  r e f l e c t  the  genera l  behavior of the  group. Basel ine I 
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d a t a  i nd ica t ed  a r e l a t i v e l y  high percentage of on-task behaviors  (Figure 4 ) ,  

whi le  a t  t h e  same time d a t a  i nd ica t ed  a r e l a t i v e l y  high frequency of of f - task  

behaviors  (Figure 2).  One reason f o r  t h i s  discrepancy is t h a t  a few s t u d e n t s  

were re spons ib l e  f o r  a g r e a t  number of o f f - t a sk  behaviors  whi le  each accounted 

f o r  less than 5X of t h e  time sampling observa t ions .  A b e t t e r  method t o  re- 

cord  on-task behaviors  may be t o  record the  occurrence o r  non-occurrence of 

any of f - t a sk  behavior  by any mmber of t h e  group over sma l l e r  t ime- in te rva ls .  

On-task behaviors ,  c a l c u l a t e d  a s  t h e  frequency of on-task behavior  i n t e r v a l s  

as a percentage of t h e  total number of i n t e r v a l s ,  would be a more accu ra t e  

i n d i c a t i o n  of the  on-task behavior  of t h e  group a s  a whole. 

Use of s t i m u l i .  The same s t imulus  was used f o r  both short- t ime con- 

tfngency procedures.  F i r s t ,  a ' po in t '  was used a s  a punisher ,  then a s  a 

r e i n f o r c e r  and l a s t l y ,  aga in  as a punisher .  This  r equ i r ed  t h e  s t u d e n t s  t o  

perce ive  the  d i f f e r e n t  i n t e n t  of t he  ' po in t '  a s  appl ied  i n  t he  d i f f e r e n t  

contingency procedures and may have inf luenced i t s  e f f e c t .  This  a l s o  may 

p a t t i a l l y  account f o r  t h e  r e l a t i v e l y  minor d i f f e r e n c e s ,  p a r t i c u l a r l y  a s  a 

r e s u l t  of t he  In t e rven t ion  I11 and the  Reversal.  Perhaps the  use  of two 

d i f f e r i n g  s t i m u l i  would have r e s u l t e d  i n  more d i s t i n c t  d i f f e r e n c e s  f o r  t he  

two short-term cont ingencies .  

Floor and ce i l i ng .  e f f e c t s .  There was a l ack  of s i g n i f i c a n t  d i f f e r -  

ences i n  modifying t h e  frequency of some of t he  s p e c i f i e d  o f f - t a sk  behaviors .  

This was e s p e c i a l l y  t h e  case  f o r  t h e  out-of - s ea t  and d i s r u p t i v e  behaviors  

as a r e s u l t  of I n t e r v e n t i o n  I11 and Reversal. One reason may be a f l o o r  

e f f e c t  on t h e s e  behaviors  which a l ready  were a t  a r e l a t i v e l y  i n s i g n i f i c a n t  

l e v e l .  Fur ther  decreases  i n  frequency l e v e l s  may no t  have been poss ib l e  

(or  even d e s i r a b l e )  f a r  a group of a c t i v e  s t u d e n t s ,  wi thout  ave r s ive  s ide-  

e f f e c t s  emerging. 
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A s i m i l a r  bu t  oppos i te  e f f e c t  was noted f o r  t h e  percentage of on-task 

behaviors  which exh ib i t ed  c e i l i n g  e f f e c t s .  The percentage of on-task 

behavior w a s  a t  such a high l e v e l  f o r  Basel ine I t h a t  f u r t h e r  i n c r e a s e s ,  

beyond thoee observed, may n o t  have been poss ib l e .  

C o n c h s  i o n  

The r e s u l t s  of  t h i s  s tudy showed t h a t  a classroom t eache r  can e f f ec -  

t i v e l y  and c o n s i s t e n t l y  reduce t h e  frequency of o f f - t a sk  responses by apply- 

i n g  a short-term punishment and/or a short-term p o s i t i v e  reinforcement  con- 

t ingency procedure t o  p a r t i c u l a r  t a r g e t  responses which a r e  a subse t  of gen- 

eral c l a s s e s  of behavior  i nappropr i a t e  f o r  learn ing .  Teaching time, i . e . ,  

tinre devoted t o  academic concerns,  a l s o  was increased  because t h e  teacher  

d i d  not  have t o  c a l l  t h e  s t u d e n t s  t o  t h e i r  t a s k s  during t h e  use  of t hese  

contingency procedures.  The genera l  atmosphere of t h e  classroom remained 

p o s i t i v e  and seemingly more product ive.  Although no measurements were 

obta ined ,  t h e  s t u d e n t s  seemed t o  have l e s s  homework on the  non-event days 

than they had before  t h e  s tudy  was i n i t i a t e d ,  Yet ,  a s  much, and perhaps 

more, m a t e r i a l  was covered by t h e  teacher .  Thus, t h e  s p e c i a l  even t ,  i. e .  , 

e l imina t ion  of homework on a r egu la r  b a s i s ,  had no observed de t r imen ta l  

e f f e c t .  On t he  o t h e r  hand, t h e  s tuden t s  were always eager  t o  know whether 

t h e  c r i t e r i o n  l e v e l s ,  which e n t i t l e d  them t o  the  cont ingent  event ,  had 

been m e t .  

For classroom impl i ca t ions ,  t h i s  s tudy provided t eache r s  wi th  t h e  

p r a c t i c a l  knowledge about  t h e  e f f e c t i v e n e s s  of contingency procedures t o  

modkfy and reduce the  frequency of s tuden t s '  o f f - t a sk  behaviors .  I t  showed 

t h a t  a teacher  does no t  need equipment o r  devices  o t h e r  than those  a l r eady  

p re sen t  i n  most classrooms t o  e f f e c t i v e l y  manage t h e  classroom behaviors  



of the  students .  Through the  use of similar contingency procedures, 

teachers can help  s tuden t s  t o  acquire pa t t e rns  of appropr ia te  behavior 

which may continue t o  b e n e f i t  the  s tudents  long a f t e r  the  ex te rna l  con- 

tingency condi t ions  have been removed. Most important,  t hese  procedures 

provide the  teacher with p r a c t i c a l  and e f f e c t i v e  techniques so  t h a t  t h e i r  

technica l  s k i l l s  of teaching can be used most productively i n  a s s i s t i n g  

s tudents  t o  learn.  
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