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ABSTRACT
The aim of this Study was to determine the effect of

social reinforcement by the teacher on the classrooM behavior of
economically disadvantaged adolescents: The study also investigated
the length of time necessary to demonstrate marked changes in
behavior and the effect of social reinforcement on non - target class
members. Subjects were six eighth-grade classes. Three students in
each class were identified- by the teacher. as disruptive (target
students) and were the object of social reinforcement techniques.
Teacher and student behavior was observed and recorded during a ;

baseline period of several weeks, and then= teachers were. instructed
in the principles of social reinforcement. Further observations_ were
aade during a random- sequence of varied-length control and
experimental conditions. Analysis of student behavior revealed a
significant change in the behavior of both target and mon-target
students during experimental conditions. There was also a significant
difference between short and long time periods. It is concluded that
social reinforcemend can improve the classroom behavior of
economically disadvantaged adolescents. Further research is
tecommendel-iiith Middle class adolescents. (Forty pages of data
tables are appended.) (RT)
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CHAPTER I

INTRODUCTION.

The most widely adVocated and practiced teaching methods-are based
either on philosophical tradition or the personal needs of teachers
(Waller' and Travers, 1963). These Methods or paradigms have generated
many explanations about teaching strategy which-are unatsailable from
the standpoint of'logic but WhiCh elude practical application. The
recommended teaching StrategieS are generally discussed in rather vague
terms, for example mediating proceases and perception (Prescott, 1957;
Snygg and Combs, 1949; Ausubel, 1968), group dynamics (Bradford, 1958),
Adlerian approaches_areikurs,_1959),'and "teacher-Centered" or "learner`-
centered' teaching!' (Flanders, 1951; MdKeachiel 1054). These strategies
have not provided many precise statements related to the functional rela-
tionships between teacher and pupil behavior.

There is evidence that a field-experimental method might provide
a new "vision" of classroom behavior. The field - experimental method

(functional analysis) uses an ecological approach which focuses on-Under.1,-
standing the functional relationships of observable behavior (Baer,
-Wolf, and _Risley, 1968; Bijou, PeterSoh,-and Atilt, 068; Bijou, Peterson,
Harris, Allen, and Johnston, 1969). The functional_analysis of behavior
seeks:U.; identify the determinants of behaViot in the natural -stting
and then attempts to bring the deteiminahtS under experimental tontrOl.
Functional analysis may focus on a single subject design-tindiViddal
descriptive) as recommended by Bijou et al. (1969), and Sidman (1960) or
the tibup -(group -coMparative)-Used by Bandura and:-Waiters(1963).
In either--dase data on- the Subject(S) are collected under-differential
conditions -(usually baseline, treatment, reversal, and reinstatement of
treatment) in order to evaluate the functional relationship betWeen the
manipulated donditiOns and-chang.as in behavitit. Analysis-e4 the-data may
be Made statistically, or by- gfaphic TdotS of discrete- curves.-

There-are'tWo major advantage's that e_duCational research_ may
derive by employing the functional analysis paradigm. First, the quest
for functional relationShips -cuts across the conventional educational
taxomony Which ti&SSifies research as status studieS, associational
studies, and- comparative experimentation (Campbell and Stanley, 1963).
The functional analysis _paradigm represents a continuum emerging from the
basic_researthandeitending-through-the APplied and field= ,"studies; to
diSSeMin#tion.of- results -(Schutz,- 068) .. The second dVahtage 1s-that
functional analysis offers parsimonious explanations and interpretationS.
The difficulty and necessity of making translations from technical and
statistical jargon it'eliMinated. This. approach translates- .the --:results

into specific usable sUggestionsIdtich efiabies.the-teacher to becoMe
frevent consumer of research.

1



Problem

The major purposes of the current investigation are based on the
rationale that a crucial factor in classroom learning prevails in the
functional relationship between a teacher and his pupils. Within the

last few years, the functional analysis of classroom behavior has
demonstrated that the pre-school and primary teacher can create a more
effective classroom for learning by applying social reinforcement. The

application of social reinforccoent by the teacher to modify the class-
room behavior of adolescents has not been investigated systematically.
The primary aim of this investigation was to study the effects of teacher
contingent and non-contingent (random) social reinforcement (praise
and/or attention) on the classroom behavior of economically disadvantaged

adole'scents. Other purposes of the study were to explore the length of
time necessary to demonstrate marked changes in behavior, and to ascer-
tain the relationship between contingent social reinforcement on the
non-target members of the classroom. A brief glimpse at the self-
concepts and attitudes of students participating in the Study was also

examined.

Hypotheses_

The major hypotheses of this study are:

Hypothesis 1. The EBSs of relevant behavior for the experimental
conditions (contingent and non-contingent) will exceed the EBSs for the

control conditions.

Hypothesis 2. The effects of long periods of contingent praise
and/or attention will yield greater EBSs for relevant behavior than for

short periods.

Hypothesis 3. The effects of contingent praise will yield greater
EBSs of relevant classroom behavior than under non-contingent conditions.

The above, hypotheses generate six interactional hypotheses:

Hypothesis4. Non-ontingent long (NCL) conditions will have
greater EBSs of relevant behavior than du -ring non-contingent short
periods (NCS).

Hypothesis 5. Non-contingent long (NCL) conditions will have
greater EBSs of relevant behavior than during short contingent conditions
(CTS).

Hypothesis 6. The EBSs of relevant behavior will be greater for
contingent long (CTS) periods than for non-contingent long conditions
(NCL).

2



Hypothesis= 7. Relevant EBSs will be greater under contingent long

(CTL) than under non-contingent short (NCS) conditions.

Hypothesis 8. Relevant EBSs will be greater for contingent long

periods (CTL) than for contingent short periods (CTS).

Hypothesis 9. EBSs will be greater for contingent short (CTS)

than for, non-contingent short (NCS).

The nature of ail effects stated in the above nine hypotheses-
will be meaningful -if achieved at .05 level of significance.

Importance- of _Study

There are two important features of this investigation. First,

teaching may be viewed as an attempt to arrange environmental events
(contingency management) in the classroom in order to maximize changes
in pupil behavior which. are-coherent with specified goals or objectives.
An examples)f an environmental event may be teacher praise as a conse-

quence of appropriate student behavior.- However, there are a couple of
prerequisites that a teacher oust possess in order to arrange success-

fully the- environmental events that will facilitate behavioral changes

in,the.classroom. He must be able to evaluate the differential effects
that his behavior has on, the-behavior of his students, and lastly, he
must be able to modify and control his own behavior. If a teacher can
learn to appk7./ behavior management techniques consistently, age and
personality characteristics should not be significant variables. Also

if a teacher can learn to use these techniques consistently by reading
a programmed book and a set of instructions, this study has significance
for pre- and in-service training of teachers in classroom management
techniques.

The second major focus of this study is to evaluate =the effects
of two classroom management techniques (contingent and non-contingent
social reinforcement) on the relevant behavior of adolescents. "School

failures" have, been frequently attributed to causes as: lack of

interest_or_potivation, poor home situation, low intelligence, and
economic or cultural deprivation. Recent studies in the elementary
classroom suggest that a great number of school failures can be avoided
by creating a more effective pupil-teacher relationship for learning
through-the systematic use of positive social reinforcement. One
feature of this investigation is that no attempt has been made to study
systematically the effects of teacher positive social reinforcement on
the classroom behavior: of economically disadvantaged adolescents. If
social reinforcement increaoes the frequency of relevant behavior, it,
would provide management techniques that would facilitate learning for
disadvantaged adolescents. Another important aspect of the study is to



assess the effects of non-contingent social reinforcement. If the appli-
cation of non-contingent social reinforcement is effective in increasing
relevant classroom behavior, it would increase the teacher's efficiency
by providing him with an easily administered technique that could be used
in overcrowded classes. Also, the length of time needed =to administer
social reinforcement in order to demonstrate significant changes in
relevant behavior of adolescents is another important aspect of this study.

Definition of Terms

The following definitions are further developed in the method
chapter of this report.

Contin ent raise and/or attention: Teacher praise and/or attention
administered when a target adolescent is doing one of the relevant be-
haviors (see below).

:Non-contingent praise: Teacher praise pfesented at random time
interVais -during a class period. Administered without regard to the;
behaviof that :occurred immediately before praise was delivered.

relevant S_ responds: "CI) verb-ally to the teacher's: -qu'es---
tion -6:1krected:1to him or =to the class in, 'general -or to an -a:ppropriate
reci=tation; --,(zy by raising -hand in--order to recite; (3) to written- class =-
room ASsignitentS-_-; and :(4): to assigned claSStooM reading,

Iii-apptopriat-e- behavior :- Gross motor behaviors, disruptive noise
with :ohject(s)-, -orienting responses (head tufning), talking or vocal
noise}, and any other -behavior that might be disruptive or incompatible
with xelevant or appropriate classroom :behaviors.

Appropriate behavior: A neutral category, S appears to be
oriented or attending to class activity; was rated only if did not fit
one Of the televant or inappropr iate categories.

-keversal: The third sequence of events occurring in an =ABAB
paradi=gm=. example, data is collected in :the following sequence:
baselihe, CA)-, =treatment (B), treatment is withdrawn briefly, and= the
experimenter -attempts to fettore the conditions that existed during
baseline -(revdtsal reinstatement of treatment (B).

Control .periods -Wring the control periods teachers Were- in
StrUated to = reinstate -the :baseline conditions. The frequency of the
categories- Auring the basel =ine condition was -shOwn- Individually: tb-
each- teacher.. and= one treatment -condition- ,preCeded :et control
period, it shay" considered a: reversal.

4



Target S: Each teacher participating in the study identified
three target adolescents in his class as being either disruptive or not
motivated to do the assigned work.

Nontarget S: All other members of a class.

Limitations

The study was developmental and therefore limited to one school in
Knoxville, Tennessee, in which over 50 per cent of the student popula
tion came from families with a median income of less than $3,000. The
selection of the sample and the use of only one school in the study may
restrict the generalizability of the findings. Also, it is possible
that the number of experimental conditions (6) confounded the effects
of noncontingent praise. The effects of noncontingent as a single
independent variable may yield only moderate increases in relevant
behaviors.

Another possible limitation of the study was the assumption that
juniorhigh school teachers would have approximately the same reinforc
ing potential with adolescents that was demonstrated in other studies by
elementary school teachers (see Review of Literature).

Organization of the Remainder of the Report

A review of the literature related to this investigation is
presented in Chapter II. The subjects, setting, and procedures used in
the study are presented in Chapter III. The results are presented and
dis-ussed in- Chapter IV. A summary of the study, conclusions, and
recommendations for future studies are included in Chapter V.

5



-CHAPTER II

REVIEW OF LITERATURE

This Chapter- presents a review of the research using behavior

modification in natural settings. The review includes five areas of

research: A. Behavior Mbdification of Adolescents; B. Social Rein-

fOrcement Applied to Classroom Behavior; C. Non-Contingent Social kein-_

forcement; D. Time Required to-Produce Behavioral Change; and E. Effects

of .Social_ Reinforcement on Non-Target Pupils.

A. Behavior Modification of Adolescents

-Mbst investigations-that.have used the principies_a_reinforce-
mint to-Modify adolescent behavior haVe been conducted either in-pre-

doMinately institutionaliZed settings or :with rather-specialized popula-

tions, Phillips (1968) taA,deponstrated effective results using a -token

ecOnomyjpointSnegotiab/e for privileg(4)) to modifyaggresSive_verbal
behavior*:bathrbomcIeantinesS:, punttuality,bomeWOrk, and Toor grammar

in a_bote,styledrehabilitation-isetting; for ,pre-delinquent boys- -Other_

investigators -have used- oken& to increase_ reading of a cUlturaily-
dei)riVedjuVenile delinquent (Staats and BUtterfieid3 1963) and for
treaLift-TieF4ink.d4ffatSofseVeral ethotiOnally distUrbed, retarded and

cultUfally deprived adOlesc-drit& cStaai-MirGbodWin and tandeen,.
Tokens or Opney have AlSo been Used modify academic ,..I;OhAVI:Ot

in abasie edubation TrograM for Sehbol dropouts "(Clark, LachOwic, -6414'

1968)' and to...increase appropriate (task relevant)' claSStObmbehaVior
of:inStituticinalfzed female offenders (MeiChenbau*, -BOWeti,-andr-Ro-ss

196$)=. Food, Cigarettes-3 and-small-Change have been used to inaute,

attendaffice at work in adolescent delinquent boys (Schwitzgebel and-Kolb

1960. A striking demonStration,of the PteMaCkiat principle' was Used:

in__a junior high d sab l ties classrooM in which high probability
441.7ior. ("activities chosen, i.e., handicrafts, typing, woodworking:,- :

argar04gateS3_ or science. units proVided-a source of CoriSeqdence&fat:

Manipulating:and accelerating a variety of lociprobability academic

behaviors- (Nolen,ACunZeimannand Baring, Finally, Burchard and :

TylerjW0) used -pOsitive,*(1100, X'PIObrcement to eliminate anti -social

behavior of a '13--:ye.atoid boy., Although the above- studieS-deMOnstratethe

efficacy of applying the principles Of reinforcement toe modify adolescent

behavior, no- attempt has been made to study systematically the effects

of teacher contingent praise and/or attention on the classroom behavior

ofHetisnomicanyidIsadvantaged adoles.cents,. Rowever-several studies

_.have -shciwn_tho-Oe_zeacherhas been-:quite-am-effective source'of positive

stitila-retnforterdentformOdifying Ore-schbOl-and elementary-Classrabm,

behaviors:

1A high probability response is used to reinforce a low probability

response.



B. Social Reinforcement Applied to Classroom Behavior

A number of studies have used social reinforcement to alter a variety
of classroom behaviors such as hyperactivity (Allen, Henke, Harris, Baer,
and Reynolds, 1967; Patterson, 1966'), isolate play (Allen, Hart, Buell,
Harris, and Wolf, 1964), excessive dying (Hart, Allen, Buell, Harris,
and Wolf, 1964), excessive passivity (Johnston, Kelley, Harris, and Wolf,
1966), regressive behavior (Scott, Burton, Yarrow, 1967; Brown and Elliot,
1965), and disruptive behaviors (Ward and Barker, 1968). Positive social
reinforcement has been used successfully by teachers to reduce disruptive
behavior in special education classrooms (Zimmerman and Zimmerman, 1962;
Becker, Madsen, Arnold, and Thomas, 1967). These studies illustrate
that pre-school and primary teachers can function as effective sources of
reinforcement f-3r specific kinds of classroom behavior.

Other investigators have studied the effects of elementary class-
room behavior of children on relevant classroom behavior by systematic-
ally varying teacher behaviors. Madsen, Becker, Thomas, Koser, and Plager
(1968) showed that an increase in "sit down" commands by the teacher was
correlated with increased standing. Only praising sitting down and ignor-
ing standing up behavior seemed to increase sitting. Another study demon-
strated that teacher approval (praise, smiles, contacts, etc.) served as a
positive reinforcing function in maintaining appropriate2 classroom be-
haviors (Thomas, Becker, and Armstrong, 1968). Also, disruptive behaviors
increased each time approving teacher behavior was withdrawn and when the
frequency of teacher disapproval was tripled. In an earlier study,
BeckeT, Madsen, Arnold, and Thomas (1967) asked teachers to: (1) make
explicit rules as to what was to be expected of children for each period;
(2) ignore. (not attend to) behaviors which interfered with learning or
teaching unless a child was being hurt, and also, to use punishment when
appropriate by withdrawal of some positive reinforcement; and (3) give
praise or attention to behaviors that were appropriate and facilitated
learning. The results of this study indicated a marked increase in
appropriate behavior but inasmuch as the rules, praise, and ignoring dis-
ruptions were not systematically executed by the teachers it is impossible
to formulate functional relationships from these data. In a later study,
Madsen, Becker, and Thomas (1968) refined the procedures and reported that
rules alone exerted little effect, but ignoring disruptions and showing
approval for appropriate behavior in combination were very effective in
achieving classroom control. Hall, Lund, and Jackson (1968a) reported
that attention to study and the ignoring of non-study behaviorsis an
effective means of facilitating study behavior. In modifying the

2
Appropriate behaviors: time on task; answers questions, listens,

raises hand, works on assignment, and must include whole 10-second interval
except for turning around responses of less than 4-seconds duration (Becker,
Madsen, Arnold, and Thomas, 1967; Madsen, Becker, and Thomas, 1968).

8



appropriate behavior of an economically th.sadvantaged kindergarten boy,
Sib lry, Abbott, and Cooper (1969) obtained results similar to the above
studies. These Es used the additional technique of contingent isolation
upon unacceptable behavior. Finally, results are reported for beginning
teachers using teacher attention, length of time between period break
and a,cla.ssroom game to increase study rates and concomitantly reduce
disruptive beha.viors (Hall, Panyan,, Rabon, and Broden, 1968b).

Such findi- 3s indicate that approving appropriate and ignoring
disruptive classroom behaviors can exert a great deal of influence over
pre-school and elementary classroom learning and motivation. The func-
tional importance of the teacher's behavior is also apparent from the
above findings and illustrates the need for classroom management techniques
which have not been investigated or demonstrated with economically
disadvantaged adolescents.

C. Non-Contingent Social Reinforcement

The: few: studies that have, used noricontingent :reinforcement in- _

the natural setting_ have not been effective in altering (increasing) the
desired behavior -(:Bushell,_ Wrobel,, and _Michaella,-. 1968; -Hart,. Reynolds,
Baer,- :Brawley,_ Harris,_ 1968; .Ayllon and Azrin, HoWever,-_
there is evidence. to-_ suggest that non - contingent ,(-random)- social _rein-
forcement -may =increase appropriate classroom- behavior.

_ The ,funCtionid deSc-ribeS a man s- -.behavior :in-
his _normal eta-logy,- One of the basic tenets of this :paradigth- is that
the :customary behaviors of .an 'individual -occur as a .result of ',en-I/iron=
Mental consequences of that behavior. The basic proceSs. which -produces
the ;development and elaboration- of specific .behaviors. is =ditcriinination,_
The procesS of discrimination is--a result of two -different -prOdedtireS.
applied to the Same behavior, but in a different -stimulus settings.

Research. in: the classroom- Setting, has :Showed: :that deSitedbeh-avior
was strengthened- by a_ teacher- using :Social_ reinforcement-;_
another setting the teacher's ibeh-aviot weakened the AeSired. classroom:
behavior (=see above),: It is possible that the teacher can _function: as'
a discriminative cue for either- disruptive or relevant classroom
behaviors. The process by which a teacher acqUires either- positive or
negative distriminative cue _properties may be a result ofd several
factors-. As _preViously -noted-, if a'._-teacher' s .percentage---0_::riegatiVe
social behavior (attention to disruptive behaviors) is greater than
-.(approximately, .8 :12) pp$Ltive ;so-ci-at. behavior (praise_ and /or: :attention) ,

3

occurred.
e:.,percentage: of 10=:ecOnct..tirne, ntervaLs in Vhich, behaVickt



the percentage of relevant classroom behavior was relatively low (15 to 35
per cent) in comparison with the high occurrence of disruptive classroom
behaviors (60 to 82 per cent) (Hall et al., 1968a; Ward and Baker, 1968;
Madsen et al., 1968). In these settings the teachers might be described
as possesSing negative discriminative cue properties. Furthermore, these
studies shcwed that a teacher might have acquired positive discriminative
cue properties during the treatment phases when attention to relevant
behavior was increased (from approximately 20 per cent to 70 per cent)
and attention to disruptive behavior decreased (from 80 per cent to 30 per
cent).

Other factors that might enhance a teacher's discriminative cue
properties are the temporal contiguity and frequency in which social rein-
forcement is administered. A great number of studies using a single S
design have increased (approximately 30 per cent to 40 per cent) the
teacher's frequency of praise and/or attention for a selected number of
target children (i.e., Hall et al., 1968b; Ward and Baker, 1968). In these
studies social reinforcement was administered contingently, in temporal
proximity to relevant classroom behaviors. Conceivably from the student's
point of view, the teacher that frequently administered contingent praise
and/or attention would represent a very positive discriminative cue.

Finally, another factor which might increase the teacher's potential
for acquiring positive discriminative cue properties is the previous
experience that students have had in receiving some praise or attention
for relevant or appropriate clAssririe= behavipr. Studies have reported
that during baseline conditions teachers administer some (10 per cent to
20 per cent) praise or attention contingently to single Ss (Hall et al.,
1968b;. Ward and Baker, 1968; Mhdsen et al., 1968). If f-a student has

received some contingent classroom praise or attention during his school
experience, it is quite probable that most teachers could have a potential
for acquirin&positive discriminative cue proper -ties under conditions in
which praise or attention is administered noncontingently.

The effects of non-contingent (random) approval perhaps would not
be as effective as contingent praise or attention in elevating relevant
classroom behaviors. However, if the application of non-contingent praise
or attention is- effective, it would increase the teacher's efficiency
by providing him with an easily administered technique that could be
used in poverty areas, and with overcrowded- classes,

D. Time Required to Produce Behavioral Change

The time required to produce behavioral changes in the classroom is
influenced by many variables such as the reinforcement history, and the
environmental contingencies. These variables and the idiographic approach
of the functional analysis paradigm make generalization about the time
required to produce behavioral changes very difficult. However, to a
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teacher dealing with an overcrowded classroom environment, the time factor

can be a Very important issue. Generally, most classroom behavior modi-

fication studies indicate that changes in behavior will occur within a

few days (three or four) after initiation (see below studies). Possible

exceptions are a long history of'maladaptative behavior, severe organic

defects, unidentified contingencies maintaining maladaptative behavior,

and weak reinforcers.-

A summary of-partial results of selected studies using behavior

modification in the-classroom appears in Table 1. This table depicts

the dependent variables expressed in percentages in which the behavior

(dependent, variable) = occurred over time (sessions or days) for the ex-

perimental conditions immediately preceding, treatment and the initial

days of treatment. The data from these studies indicate the -relatively

short period of time (three ,or four days) required to-product behavioral

change. Hart et al. *(1968) showed that the verce,htAge- of increase in

-proximity and cooperative play with_other children did not exceed the

preceding condition until the seventh day of treatment. Bushell et al.

(1968), using tokens for a group of_pre-school children; and Hall et 'al.

(1968a), employing contingent teacher attention to a. third-grade class,

demonstrated effective results in two days after 1;nitiatif- treatment.

:Also the studies using adolescent subjects showed rapid and stable

changes (two to-three days) with tokens and moneT.used as reinforcers

(Phillips, 1968; Meichenbaum et al.'; 1968).7 One very striking point about

the two studies,Nith adolescent subjects is the marked and ciUick changes

in behavior using a token- economy and money. The'rapidity of-changes in

behavior using teacher contingent and non-contingent praise-and /or

attention in a:public school classroom of disadVantaged_adoiescents is

.unexplored:

_E, JEffects: of §ociallteinforcement,:on Non-4arget Pupils

Classroom investigations-that haVe applied teacher contingent
approval or praise have chosen one or two target children to receive

:sysfematic reinforcement. Two investigators have reported that their

experimental teachers have noticed a change in-the non-target pupils as

-welt as the classroom atmosphere: in terms of general improvement in

overall.behavior- (Hall et al,, 1968a, Madsen, et als, 1968) . No corT
,roborative data were collected to verify these reports. The degree to

-which contingentteacher praise and/or attention might generalize to

mon-4-target pupils warrants empirical consideration. If generalization

occur as indicated by a greater relative frequency of appropriate
classroom behavior for,non-target.pUpils, contingent praise and/or

:attention to one or two target adtilescents would- have highly desirable

.:consequences for teachers In-overcrOwded classrooms.
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CHAPTER III

METHOD.

A. Subjects and Settings

The Ss used in this-study were 150 eighth-grade adolescents
attending a junior-senior high school in Knoxville, Tennessee. Over 50

pet cent pf the students in the school came from families with an annual

income of less than $3,000. Six teachers (one male and five females)

volnnteered to participate in the study. All teachers had several years

of = teaching experience, and-their ages ranged from 27 to 65; the average

age.was 38. One class period for each teacher was selected for observa-

tion. The eighth grade subjects taught during these periods were three

English.__ di, an . h the exception of one
mathematics class in the afternoon, all class periods were in the morning.
The study was begun during the second semester and continued =to the end

of the school year All students had the same teacher for the first

semester.

_ .

Procedures-:

-
Tatgetand:NOnTarget-,AdOlescenta

Each teacher participating in the study identified three target
adolescents in his class as being either disruptive or not motivated to

do the assigned work. The three target adolegcents and three other

members of the class (non-target) were observed daily. Table 2 gives

each target student's age, IQ (California Test of Menta: Maturity) , and

obtained grade placement (based on the California Achievement `Tests).

The teacher, subject taught, and a brief description of classroom be-

havior is also given for each target student (Table 2).

Behavioral Categories

The first major activity of the investigation was to define
behavioral events to-be rated. After several weeks of obgerving and

recording the most common classroom behaviors for the teadhers and

adolescents, the behaviors were grouped into classes on the basis of

topographic similarity. The behavioral categories for this study were

similar to the ones previously developed for elementary school Ss
(Becker' et, al-, 1967). The following categories were rated.
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Behavioral Coding Categories for Adolescents'Inappropriate Behaviors

Symbol Definition

M Gross Motor Behaviors. Getting out of seat; standing up; walking
around; rocking in chair; disruptive movement without noise; moving
chair ro neighbor; gestures without talking.

ON Disruptive Noise with Object(s)- Tapping pencil or other objects;
clapping; tapping :feet; rattling ox tearing paper (do not include
accidental dropping of objects or noise made while performing
M above).

T Orienting Responses. Turning head or head and body to look at
another person; showing objects to another adolescent; attending
to another adolescent. Must be of 4-second duration to be rated;
responses were not rated unless seated..

V- Talking, Blurting Out, Commenting, and Vocal Noise. Carrying on
conversation with othef adolescents when it is not permitted.
Must be directed to a particular person. Blurting outanswers
question without being called on, may be directed toward teacher.
Vocal noisesinging, whistlinglaughing, etc.

BI Behavior Inappropriate. Ignoring teacher'-s question or command;
doing something different from that directed to do. Sleeping,
head_on desk; subject appears to be passive and not oriented to
what" is occurring in class. To be rated only when other behavioral
ratings not appropriate.

Appropriate Behavior

RB Appropriate tehavior. Appears to be oriented or attending to
class activity; to be rated only if does not fit one of the below
categories (Relevant Behavior).

Relevant BehaVior
1
-

VR Verbal Response. Answers questions; must be lesson oriented.

W WriLLm. Writing when assigned or directed to do so.

1
None of tneaboVe categories-were:rated if time ori= task was for

only a very short duration'(1-4 seconds). Ratings were for sustained
activity of gieater than 4_seconds, this applied only to relevant
behaviors.
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Symbol Definition

R Reading. Reading, or looking at book when directed to -do so.

H Hand Raised. Hand raised in order to get teacher's attention.

Teacher Behavioral Categories

Non-Contingent Response given to entire class or part of
clas but not to single S.

Contingent--Non-Target Response to a non-target (other member of
class) student, to a single S.

Contingent-Target Response to a target student (single S).

C Positive Contact. Positive contact with child, physically--the
teacher's intent is positive.

P Verbal Praise, Non-Contingent, Contingent Non-Target, Contingent-

Target. This category includes paying attention to appropriate
behavior with verbal comments indicating approval, commendation,
or achievement such as: "That's good." "You're studying well."

"Fine job." Praise may be administered non-contingently to the
entire class, a group. Administered contingently to a-target
student or another member of the class, contingent praise indi-
cates that it is administered to one adolescent.

F Facial Attention, Contingent Non-Target, Contingent Target.
Looking or attending to an adolescent; teacher might nod his head
or look at a student or give some other non-verbal indication of

approval; smiling. F can be administered only contingently.

A Attention to Undesirable Behavior, Non-Contingent, Contingent--
Non-target, Contingent-Target. Teacher verbally calling attention

to undesirable behavior and may be of high intensity (yelling,

screaming, scolding, or raising the voice) or of low intensity

"Go to the office." "You know what you are supposed to be doing."

"You are stupid." "Why did you do that?" "I don't know what's

wrong with you people today." May be administered contingently
or non-contingently, as praise above.

NA Non-Verbal Attention to Undesirable Behavior, Contingent =-

Non -Target, -Taret. Looking at a student when he or

she is doing something they are not supposed to be doing. Rated

only if administered contingently.

17



Symbol Definition

R Recognition. Calling on a student for academic purposes. Hand
does not have to be raised.

I Instructional Behavior. Instructional or content oriented,
directed to entire-class, may be facing or looking at class without
saying anything (a pause).

IA Instructional Behavior to an Individual, ContingentNon-Target,
Contingent-Target. Attending to one adolescent for the purpose of
instruction. If the teacher gives verbal praise, rated P. If the
teacher is critical, rated A. This is a neutral category.
Identify, if to target student.

TO Time Out. Time out means time out from instruction or from any
interpersonal interaction with the class (i.e., counting money,
reading a book, grading papers, leaving the room, back to class
without verbal interaction, or talking to someone other than class
member -; or back to class without verbal interaction that is lesson
oriented). Rated only if other categories are not appropriate.

Observation and Recording

For each class three target and three non-target adolescents were
observed daily. All members of each class were numbered, except for the
target students. The daily procedure for selecting the three non-target
students consisted of using a table of random numbers with replacement.
Each behavioral code was rated only once for a ten-second time inter/al.
Each adolescent (target and non-target) was observed for a total of
three minutes daily in alternating (with the teacher) ten-second inter-
vals. The total observational time for the teacher was eighteen minutes
and for six adolescents eighteen minutes, thirty-six minutes for the
entire daily observational period. The order in which each adolescent
(non-target and target) was observed during an observational period was
random, An observer recording sheet appears in Appendix D.

Timing Apparatus

Compact (4-5/16 inches x 9-7/8-inches x 2-1/2 inches), solid-
state, cartridge, tape recorders were used as timing devices for each
observer.2 The- ten- second intervals were reliably recorded_and time
sequences announced to the observer the exact intervals. Each recorder
had a "Y" connector from. which two ear plugs were connected, one with a

2
Ross, Model Mark - 8200, distributed by Ross Electronics

Corporation, Chicago, Illinois
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three-feet extension and one other twelve feet. Using the same tape
recorder, the "Y" connection facilitated independent observation for

purposes of reliability checks. Also, the recorder eliminated the
need for the observer to monitor visually a stop watch which might

distract him from observing and recording.

Observer Trainin and Reliability

Six graduate students in Educational Psychology served as obser-

vers. Observer training consisted of three phases. The first phase
consisted of the gradual introduction of each behavioral code until each
observer became familiar with all of the codes. Second, two observers
would each rate the same adolescent or teacher for a certain period
(Usually two to six minutes) and then compare their ratings and discuss

differences. The last training phase required weekly sessions for the
entire study in which all observers viewed the same video-taped classroom

activities. From a video monitor, observers viewed ten - second time in-

tervals, which were in alternating sequence between the teacher and

selected adolescents.- Observers rated independently these time intervals and
from these weekly ratings inter-observer reliability was computed. The
reliabilities between all combinations of observers is expressed in pi-

coefficients (Scott, 1955). The complete matrix of pi-coefficient aver-

ages for eight weekly sessions is presented in Appendix A, Table 6. The
resulting average pi-coefficient was computed to be .90, with a range of

78 to 97. Classroom reliabilities were also obtained for pairs of observers
during the initial phases of the study and the average pi-coefficient was
computed to be .92, with a range of 74 to.98 (Appendix A, Table 7).

Except for reliability checks, there was one observer for each

class. The observers were instructed to sit in back of the classroom in

a way to maximize their observational range and without disrupting any

normal classroom activity. Also, observers were instructed to avoid all

eye contact and interaction with the Ss and teacher. All observers were

in the classroom at least two weeks before the collection of baseline
data. Observers were not informed about the sequence of the experimental

conditions.

Training of Teachers

At the end of the baseline period the teachers read a programmed
book on the .principles of social reinforcement which provided them with

. -

rationale for the procedures introduced in their classes (Patterson and

Gullion, 1968). If the teacher started the experimental sequence with a
control period, this book and the instructions were not presented until

the completion of that period. Seminars were not held on operant tech-

niques or principles of reinforcement. The following instructions were

given individually to each teacher.
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Ignoring Inappropriate Behavior (After Madsen et al., 1968)

During this phase of the study you should learn to ignore (do not
attend to) behaviors which interfere with learning or teaching, un-
less a student is being hurt by another, in which case use a punish-
ment which seems appropriate. Learning to ignore is rather difficult.
Most of us pay attention to the violations. For example, instead of
ignoring we often say such things as the following: "Howard, you
know you are supposed to be working;'! "Gary, will you stop bothering
your neighbors;" "Bert, will you or can you keep your hands off Bob;"
"Mariana, stop running around and do your work;" "Hank, will you
please stop rocking on your chair."

Behaviors which are to be ignored include motor behaviors such as
getting out of seat, standing up, walking around the room, moving
chairs, or sitting in a contorted manner. Any verbal comment or
noise not connected with the assignments should also be ignored,
such as: carrying on conversations with other members of the class
when it is not permitted, answering questions without raising hands
or being called on, making remarks when no questions have been asked,
calling your name to get attention, and extraneous noises such as
whistling, laughing loudly, blowing nose, or coughing. An additional
important group of behaviors to be ignored are those which the student
engages in when he is supposed to be doing other things, for example,
when the student ignores your instructions you are to ignore him.
Any noises made with objects, playing with pencils or other materials
should be ignored, as well as, taking things from or disturbing
another student by turning around and touching or grabbing him.

The reason for this phase of the study is to test the possibility
that attention to inappropriate behavior may serve to strengthen the
very behavior that the attention is intended to diminish. Inappro-
priate behavior may be strengthened by paying attention to it even
though you may think that you are punishing or decreasing the
behavior.

This phase of the study should be followed during the phases in
which you will deliver contingent and non-contingent praise.

Contingent Praise and/or Attention (After Madsen et al. 1968)

This phase of the study is designed to increase classroom partici-
pation or relevant behaviors through praise and other forms of
approval. We are inclined to take relevant classroom behavior for
granted and pay attention only to disruptive classroom behaviors.
During this phase of our research, we would like for you to try
something different. The technique that you will use is charact-
eried as "catching the student participating in appropriate class-
room behavior" and making a positive comment to the target Student.
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The positive comment or praise is designed to reward the target

student for relevant behavior. Give praise, attention, or smile when

a target student is doing what is expected during the class period.
Specifically, give student praise when the target adolescent
responds (1) verbally to your questions, directed to him or to the
class in general, or to an appropriate classroom recitation, (2)

to hand raising in order to recite, (3) to written classroom
assignments, and (4) to assigned classroom reading. Start "small"

by giving praise and attention at the first signs of appropriate
behavior. Watch carefully and when the adolescent participates in
terms of any of the four above kinds of behavior, make such com
ments as "You're doing a fine job, (name)," or "That's good." It

is very important during the first few da5s to catch as many parti
cipating behaviors as possible. Even for example if an adolescent
has thrown an eraser at you (one minute ago) and is now working or
appropriately responding, you should praise the participating

behavior. We are assuming that your commendation and praise are
important to the student. This is generally the case, but sometimes

it takes a while for praise to become effective. Persistence in
catching adolescents participating in classroom activity and deliver
ing praise and attention should eventually increase relevant behavior

of the target student.

Examples of praise comments are as follows:
I like the way you're doing your work, (name).
That's a very good (paper, answer, report, job), (name).
You're doing fine.
That's very good (if he or she generally gets only a few
answers correct).

In general, give praise for achievement. Specifically, you can

praise for working individually (writing or reading), raising hand
when appropriate, responding to questions, paying attention to
directions and following through. Try to use variety and expression

in your comments. Stay away from sarcasm. Attempt to become spon
taneous in your praise and smile when delivering praise.- At first
you will probably get the feeling that your praising a great deal

and it sounds a little phony to you. This is a typical reaction and
it becomes more natural with the passage of time. If comments
sometimes might interfere with the ongoing class activities then use
facial attention and smiles. Walk around the room during study time.
Praise quietly spoken to a student has been found effective in combi
nation with some physical sign of approval. Praise should be given
individually to each target student when you catch them participating,
and remember to ignore inappropriate behavior.
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Non-Contingent Praise

Wring this phase of the study you should deliver non-contingent

praise to the entire class. Praise should be presented according to

random intervals of time during the class period. Also, praise

should be given without regard for what behavior might be occurring

at those times. During the contingent delivery of praise we asked

you to give praise when you "caught" a target child participating in

one of four relevant behaviors. The praise was contingent on the

student's behavior. Praise during this phase of the study is without

regard to what behavior occurred immediately before you deliver it.

Attempt to give praise about ten (10) times during a class period,

try to spread your comments over the period. Remember to give

praise generally to the entire class and to ignore inappropriate

behavior.

Experimental Conditions

Each teacher began the study with an eight-day baseline phase in

-which observers recorded classroom behavior of the teacher and adoles-

cents (three target and three non-target) before the introduction of the

experimental conditions. After the baseline phase, one of the following

experimental conditions was initiated: contingent praise and/or atten-

tion, non-contingent praise, and control. Each condition has two time

periods--short (four days) and long (eight days).2 The frequency of the

rated categories for the teacher and adolescents during baseline was

the only condition in which each teacher was shown the results. During

the control conditions the teachers were instructed to reinstate the

baseline conditions (i.e., attend to inappropriate behavior). The in-

structions for ignoring inappropriate behavior were followed under

contingent and non-contingent conditions. The assignment of teachers

and the sequence of the six experimental conditions were random. The

experimental sequence for each teacher is shown in Table 3.

By daily inspection of the observer-recording sheets, the E moni-

tored the teacher's behavior for each experimental condition. E con-

sulted with each teacher individually, almost daily, about any problems

that occurred in executing the particular experimental condition. All

teachers were instructed about the confidential nature of the research.

Teachers were also requested not to discuss with any other teacher what

was occurring in his classroom.

2-
As a result of school scheduling it was necessary to decrease the

length of the time periods for two teachers. Four experimental condi-

tions were shortened to six days (long) and three days (short) for

Mrs. C. All time periods for Mr. S were shortened two days (short) and

five days (long).
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Semantic Differential and Tennessee Self Concept Scale

The Semantic Differential--(SD) and7the Tennessee Self Concept Scale
(TSCS) were administered to all-target and nontarget Ss during baseline
conditions.(pretest) and following the experimental conditions (posttest).
One eighth grade class not involved in the study was used to assess the
reliability (testretest, ten days between testing) of the SD. Using the
procedure described by Scott (1955), the reliability was computed to be
.93. Instructions for using the SD, and the 1L bipolar (paired) ad
jectives and the concepts used are presentedin Appendix.E.
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CHAPTER IV

RESULTS AND DISCUSSION

A. RESULTS

For the purpose of analysis several of the rated adolescent

behavioral categories were combined. Below are the behavioral cate-

gories used in the analysis and the specific behavior which comprised

each category.

Categories Used in the Analysis Behaviors Rated

relevant behavior verbal- response, writing, reading,

hand raised

inappropriate behavior

appropriate behavior
-

gross motor behaviors, disruptive
noise with objects, orienting re-
sponses, talking, blurting out,
commenting, vocal noise,- behavior
inappropriate (if did not apply to
one of the above categories)

S appears to be oriented or
attending to class activity (was
rated if behavior did- not fit one of
the categories of relevant behavior)

In addition to single S behavioral analysis, statistical analyses

were used for the results of this study. The- single S analysis of

target and non-target Ss for each teacher was illustrated with discrete

curves (line graphs). These data show the relationships of two behavioral

categories (relevant and inappropriate) for each experimental condition.

The statistical analyses showed the effects of =the three experimental

conditions (contingent, non-contingent, control), the two time periods

(short, long), and the six teachers on three behavioral categories

(relevant, inappropriate, and appropriate). The hypotheses were tested

only for relevant behavior of target and non-target Ss. Further analyses

of means between all effects were provided for target and non-target Ss.

Single S Data

Percentages of ten-second time intervals in which relevant and

inappropriate behaviors occurred as a function of baseline and six
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experimental conditions are plotted for each target adolescent. Also, for
each teacher one curve depicted the same data for the daily samples of
three non-target adolescents. The per cent of ten-second intervals in
which appropriate behavior occurred for all experimental conditions
appears in Appendix B, Table 8 for target Ss and Table 9, for non-target
Ss.

The percentages, under each of the six experimental conditions, of
the categories of behavior rated for each teacher and the uncombined
categories rated for target and non-target adolescents appear in Tables
8, 9, and 10, Appendix B.

Single S data are represented by four figures for each teacher, only
the Figures 1 through 4 for Miss T are presented in this chapter.
Figures 14 through 33 for the other five teachers are presented in
Appendix C. The experimental conditions were contingent short and long
(CTS, CTL), non-contingent short and long (NCS, NCL), and control short
and long (CS, CL). During the control conditions teachers were instructed
to reinstate baseline conditions.

Miss T. The baseline period showed fluctuations in relevant and
inappropriate behavior (see Figures 1, 2, 3, and 4). The characterisitcs
of these data depict the range of percentages higher for inappropriate
than for relevant behavior; for example, Roger 0 - 78 inappropriate,
O - 100 relevant; Louis 17 - 68W, 0 - 84; Stan less variable 39 - 50,
O - 11; and, non-target adolescents 33 75, 11 - 75.

The CTS treatment condition showed high percentages of relevant
behavior for all target and non-target Ss (Roger 72 - 94, Louis 15 - 62,
Stan 55 - 72, non-target 20 - 62). During this period the percentage of
inappropriate decreased for all Ss (Roger 4 - 30, Louis 0 - 17, Stan
O - 23, and non-target 0 - 20). The long condition of contingent rein-
forcement reflected the highest percentages of relevant behavior and the
lowest occurrence of disruptive behaviors. These conditions prevailed
during the next experimental condition (NCL) for all Ss, but with greater
fluctuations for Roger (see Figure 1). Roger's behavior during NCL was
typical of the variability in behaviors of all Ss during the NCS condition.

For both CL and CS conditions a reversal occurred in :hich the
percentage of relevant behavior decreased and was exceeded by the rela-
tively high increased percentage of inappropriate behavior. Similar
data were obtained during the baseline conditions.

Mrs. M. Variability in percentages of inappropriate and relevant
behavior occurred during baseline conditions for Fred and Barbara
(Figures 15 and 16, Appendix C). Less variable were Laese behaviors for
Stuart and the non-target Ss (Figures 14 and 17, Appendix C). Generally,
percentages of inappropriate behavior exceeded relevant (CTS). However,
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the next experimental condition showed a greater percentage of relevant

and a decrease of inappropriate behavior for all Ss during the last day

(Barbara and Stuart 100, Fred 66, and non-target 15). This trend was

reversed for two Ss during the next condition (NCL) and the last day
showed inappropriate behavior to be 50 per cent for Stuart and 82 per

cent for Fred while relevant behaviors were 5 per cent and 12 per cent,.

respectively (see Figures 14 and 15). The higher percentages of rele-

vant behavior and lower occurrences of inappropriate behavior were
maintained from the previous condition (CTS) for Barbara (48:33) and
non-target Ss (55:23) (see Figures 16 and 17, Appendix C).

Similarly with Miss T's class, high percentages of relevant and

low inappropriate behaviors occurred during the CTL condition (Stuart

95:0,, Fred 78:0, and non-target 58:12). The percentage for both behav-

iors was the same for Barbara during the last two days of the CTL period

(22 and 28, Figure 16). Figure 14 (Stuart) shows that the high percentage

of relevant- (100) and low inappropriate (0) behaviors during CTS were

not reversed during,the control periods. Reversals did occur for Fred,
Barbara, and-non-target Ss (Figures 15, 16, and 17, -Appendix C).

The last day of the NCS condition showed a high percentage of
relevant (63) over inappropriate.(15) behavior forStuart and Fred'(see

Figures 14 and 15,. Appendix C); low(nrer, these differential percentages
were not established for Barbara and non-target Ss (Figures 16 and 17).

Mrs. H. Baseline results for Donald,. Tim, Jim, and-non-target Ss

were similar to those found in the two previous Classrooms (Figures 18,

19, 20, and 21, Appendix C). In this classroom the relationship of
highly variable percentages of inappropriate behavior (Donald 12-78,

Tim 17-78, Jim 25-95, and non-target 18-62) and relatively low percen-
tages of relevant behavior (Donald 0-33, Tim. 0-33, Jim 0-22, and-non-

target 11-25) prevailed during the next two control conditions (CL and.

CS). The NCS condition showed that the, percentage of relevant did not
exceed inappropriate behavior for Tim and Donald (see Figures 19 an&20).
Jim's percentage of relevant behavior dld exceed inappropriate (44:26)
during the last day of this condition (Figure 18).. Results, similar to

Jim's percentages occurred for non-target adolescents during this
condition.

The condition of CTL showed marked percentage increases of relevant
behavior for Jim (40-100), moderate increases for Tim (46-78), Donald

(48.44) and no,- target Ss (33 -60). For the next condition (CTs) these
percentages remained generally similar as CTL for Jim and Donald (see

Figures 18 and 20), and with only moderate range of percentage decreases
of relevant behayior for Tim. (from 46-78 to 22-44) and non-target Ss

(33-60 to 15756). Ss during the last condition showed that relevant
behavior exceeded inappropriate for the last two days, with one exception
in which the percentages of these behaviors were reversed (Tim, Figure 19).
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Mrs. E. The baseline condition had the same characteristic curves

as the results for previous classrooms (see Figures 22, 23, 24, and 25,

Appendix C). The first condition for this class (CTS) showed striking
percentage increases in relevant behavior (78-98) during days 10, 11, and
12 for Jim (Figure 23), and no percentage increase for George (Figure 22),
but a marked percentage drop of inappropriate behavior (=from 100-33 to

55-5). Figures 24 and 25 show that relevant behavior did not exceed
inappropriate at the end (days 11 and 12) of the CTS condition for Bobby

and non-target Ss. The next condition was CL in which reversals of the
previous percentages (relevant exceeds inappropriate) occurred for Jim,
inappropriate 60 and relevant 20, and George 88 and 5. Changes did not
occur for Bobby and non-target Ss during CL (see Figures 24 and 25).

NCS showed that the last day (24) of this treatment relevant
behavior- exceeded inappropriate for all Ss. As noted previously from re-
sults of other classes, CTL showed the greatest percentage increases of
relevant behavior and decreases of inappropriate for George (83:5) and
Jim (100:0). In the CTL treatment these percentages were reversed for
Bobby (inappropriate 44-: relevant 33) and non-target adolescents (44:27).
During the short control condition the range percentages of inappropriate
behavior exceeded the relevant percentages for Bobby (55-100:0-11), George
(33-55:22-33), and non-target Ss (38-61:11-22). Only a slight percentage
decrease for relevant behavior occurred (55-77) for Jim during CS which
also prevailed during the next treatment condition (NCL). The percentage
of relevant behavior increased sharply the last day of treatment (NCL)
for George (55), moderately for non-target Ss (61), and Bobby (22).
However, Bobby's relevant behavior was not elevated above the percentage
of inappropiiate behavior (see Figure 24).

Mrs. C. Inspection of Figures-26, 27, 28, and 29, Appendix C, shows
that the same fluctuations in percentages occurred during baseline with
the general trend of inappropriate behavior exceeding relevant. This
trend prevai=led during the next treatment condition (CS) with one excep-
tion in which relevant and inappropriate- percentages were 0 for the last
day (Danny, Figure 27). As with the other classes similar petcentages
existed during- CTL, relevant behavior exceeded inappropriate (m3rk
Danny 50:0, Sherry 77:0, non-target Ss (44:25) .

For the remaining experimental conditions (NCS, CTS, NCL, CL) the
short and long periods were shortened to three and six days. The last
day of NCS condition showed that the percentages of relevant behavior
were higher than inappropriate (Mark 50:16, Danny 33:27, Sherry 38:11,
and non-target 55:0). With a wider range these percentages existed during
the NCL condition.

Compared with the CTL condition, CTS showed comparable range of
percentages for relevant behavior with slight percentage decreases for
inappropriate behavior. During CL relevant and inappropriate percentages



were reversed from the previous conditions, inappropriate showed a higher

percentage than relevant behavior. These data are comparable to the
percentages that occurred during baseline (Figures 26, 27, 28, and 29,
Appendix C),

Mr. S.. The time periods we-e shortene6 from four to two days for
short and from eight to five days for long periods. Baseline conditions
for this claSsroom were less variable for the target Ss then the previous
classroom results. Figures 30, 31, and 32, Appendix C, depict these data
of high range of percentages of inappropriate behavior and low relevant
for Gary (55-77:0-16), Brenda (67-88:0-22), and. Jerry (44-61:0-22).
Nontarget Ss (Figure 33, Appendix C) baseline behaviors were similar to,
previous classroom results (27-55:11-33). These percentages generally
existed for all Ss during the next CL treatment condition. The percentages
of relevant behavior during the last day (12) of NCS were higher than,
inappropriate behavior for all Ss. This relationship between the two
dependent variables existed during NCL condition, with one exception
(Gary's relevant behavior decreased and on the last day (17) it was
exceeded by a higher percentage of inappropriate).

During the short control time period reversals occurred from the
previous two conditions in which the percentage of inappropriate 'behavior
was higher than relevant behavior during the last day (19) (Brenda 67:27;
Jerry 50:22, and non-target Ss 38:11).- For all Ss the short contingent
condition showed higher percentages of relevant behavior than inappro-
priate. Also, for all Ss the percentage increase of relevant behavior_
was greater during the next condition CTL than during the previous .CTS.
Non-target Ss percentage of increases were not as high as target Ss
during this condition.

Statistical Analysis

Data transformation. To facilitate the analysis between short and
long time periods of the experimental conditions, ratio scores. (RS) ;were
computed_for target and non-- target Ss, RS = BE/PT x 100 -Where_BE = the
number of behaviors emitted during an experimental condition or baseline
and PT = the possible total occasions for observation. Percentages of
increase or decrease were selected as dependent variables to indicate
the magnitude of emitted behaviors during the experimental conditions.
The emitted-behavior score (EBS) represented a percentage increase or
decrease in the ratio of emitted behaviors during an experimental condi-
tion when compared to baseline behaviors. EBS = (RS2 - RS1). where
RS2 = the ratio of behavior (relevant, inappropriate, appropriate)
emitted during an experimental condition and RSI = the ratio of behaviors
emitted during baseline. Computation of EBSs had the effect of equating
baseline performance co zero.
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Hypotheses Tested

The hypotheses were tested for relevant behavior by the Newman-Keuls
procedure (Winer, 1962, pp. 80-85) using the data (i.e., mean squaie error)
in Table 4 for 'target Ss and Table 5 for non-target Ss. The results of
the hypotheses tested were:

Hypothesis 1. The EBSs of relevant behavior for the experimental
conditiohs (contingent and non-contingent) will exceed the EBSs for the
cOntrol-tonditions.

The-effects of the experimental conditions were significantly great-
et than the'occurrence of relevant behaviors during the control conditions.
DifferenceS between EBSs means of target s were significant for NCS>CS
(see'Talle 3 for meaning of symbols, page 23), CTL>CS, and. NCL>CS at the
.05 leVel. All other differences between combinations of experimental
and conditions were significant at .01 level (CTL>CL, CTS>CL, NCS>CL,
NCL>CI,CTS>CS). For non- target Ss only NCS CS and CTL CS were
significant (.05) for relevant behaviors.

Hypothesis 2. The effects of long periods of contingent praise
andlor-attention will yield greater EBSs for relevant behavior than for
short petiods

There were not significant differences between long and short periods
undet-the COntingent conditions for both target and non-target

Hypothesis 3. The effects of contingent praise will yield greater
EBSs of relevant classroom behavior than under non-contingent conditions.

Differences between contingent and non-contingent EBSs were not
significant for target and non-target Ss.

'Hypothesis 4. Noh-contingent long (NCL) conditions will belie greater
EBSS-Of-rdievant-behavior than during non-contingent short periods (NCS).

TOi-both-tatget and non-tatget Ss there were no significant dif-
ferences for relevant behavior between the periods.

'Hypothesis 5. Non-contingent long (NCL) conditionS will have
greater EBSs of relevant behavior than during short contingent conditions
(CTS).
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No significant differences occurred for target and non-target Ss.

Hypothesis 6. The EBSs of relevant behavior will be greater for

contingent long (CTS) periods than for non-contingent long conditions

(NCL).

No significant differences occurred for target and non-target Ss.

Hypothesis 7. Relevant EBSs will be greater under contingent

long, (CTL) than under non-contingent short (NCS) conditions.

No significant differences occurred for target and non-target Ss.

Hypothesis 8. Relevant EBSs will be greater for

periods (CTL) than for contingent short periods (CTS).

No significant differences occurred betigeen long

for target and non-target Ss.

contingent long

and short periods

Hypothesis 9. EBSs will be greater for contingent short (CTS)

than for non-co....ingent short (NCS).

No significant differences occurred between CTS and NCS for target

and non-target Ss.

Figure 5 depictS the EBS means for target and non-target Ss as a

function of the six experimental conditions. The Newman-Keuls procedure

was used to determine the differences between the EBS means of inapprop-

riate behavior. The analysis of target Ss was identical with the results

obtained for relevant behavior(NCS>CS, CTL>CS, and NCL)PCS at the

.05 level; CTL>CL, CTS>CL, NCS>CL, NCL) CL, and CTS>CS at the .01

lever). Inappropriate EBS means fOr non-target Ss were significant for

NCS>:CS and CTL>CS at the .01 level. Results revealed that no signi-

ficant differences were found between experimental conditions for

appropriate EBS means of target and non-target Ss.

Further examination of the data was made by analysis of EBS means

for, experimental conditions, teacher x condition interaction, teacher x

condition x time periods for target Ss. Also, analyses of EBS means

were made for experimental conditiohs x time, and experimental conditions

of teachers for non-target Ss. TheSe analyses appear in the following

sections.
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Analyses of Variance for Target Ss

The analyses of variance of relevant, inappropriate, and appropriate

EBSs appear in Table 4, page 35. The experimental conditions were signi-

ficant for relevant (F = 12.76, .2<(.01) and inappropriate EBSs (F = 22.35,

2 <.01). The time period was significant for appropriate behavior, EBS

means were greater for short periods than long periods (F = 12.82,

2 4(.05). The interaction for teacher-experimental conditions was signi-

ficant for relevant (F = 4.386, 2 4(.01) and for inappropriate EBSs

(F = 3.48, p< .01). The teacher-time period-experimental conditions
interaction was significant for relevant EBSs (F = 2.37, ja<:.05).

Eta coefficients (77
2
) are presented in Table 4 to provide inter-

experimental comparisons of effect 2agnitude, a procedure described by

Kennedy (1970). As suggestedAy77 , prominent effect magnitudes occurred
for the experimental conditions of relevant (.36) and inappropriate

(.33) EBSs. The effect magnitude of T X C was .14 for relevant and .19

for appropriate EBSs. Between subjects effect was marginal for relevant

(.19), inappropriate (.26), and appropriate (.23) EBSs. A greater

distribution over all effects (T = .19, S = .23, T X C = .19, S X P =

.13, Residual = .12) was obtained for appropriate EBSs.

Analyses of EBS Means for Target Ss

EBS means for experimental conditions. Significant differences at

the :01 level were found for relevant and inappropriate EBS means between

the following combinations: CT> C, NC>C, and CT>NC.

EBS means for T X C interaction. To determine which teacher was

contributing to a significant teacher-experimental conditions interaction
for relevant and appropriate behaviors, EBS means for each experimental

condition' were plotted as a function of each teacher. Figures 6 and 7

depict these data for relevant and appropriate EBS means. Inspection of

Figure 6 suggests that Mrs. M's class contributed to the significant

interaction. Using the Newman-Keuls procedure (Winer, 1962, pp. 80-85),

an analysis of relevant _EBS means indicated no significant differences

oetween experimental Conditions for Mrs. M's C...t-3S. Analyses of relevant

behavior showed that contingent EBS means were significantly greater
<:.01). than US means during control conditions for Miss T, Mrs. N,

Mrs. C, and Mr. S, and at the .05 level for Mrs. E. In the classes of

Miss T and Mrs. C the non-contingent EBS means were significantly greater

than the control condition means at the .01 level. In Mrs. H's class

the contingent EBS mean was greater than the non-contingent mean at the

.05 level.
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Inspection of Figure 7 suggests that Miss T, Mrs. M, and Mr. S
contributed to significant teacher-experimental conditions interaction
for appropriate behavior. The Newman-Keuls procedure indicated that
differences between contingent EBS means and control EBS means were
significant at the .01 level for Miss T, and at the .05 level for Mrs.
M and Mr. S. A significant difference at the .05 level was comnuted
between contingent and non-contingent EBS means for Miss T.

EBS means forTXCXPinteraction. To illustrate the effects of
the EBS means for the three experimental conditions as a function of
short and long time periods for each teacher, EBS means_were plotted in
Figures 8 (relevant), 9 (inappropriate), and 10 (appropriate): -During the
short period of relevant behavior significant mean differences between
CTS and CS means were found for Miss T, Mrs. H, and Mrs. C at the .01
level. NCS means were greater than CS at the .01 level forMiss T and
Mrs. C. Significant differences between CTS and NCS means were found
at the .01 level for Mrs. H.

During the long time periods of relevant behavior differences were
significant at the .01 level between CTL and CL means for Miss T, Mrs. C,
add Mr. S. NCL and CL mean differences were fodnd (E<.01) for Miss T,
Mr. S, and at th. .05 level for Mrs. E.. Also, difference (2 <:.01): was
found between. CTL and NCL for Mrs. EL

An analyses of differences between short and long time periods of
relevant behavior indicated "CTL>CTS (2 <-05) and CTL>NCS at .01 level
for 'Mrs. Differences were found to= be significant between CTL>CTS
(2<.05) and NCL>CTS- (2<.01) for Mrs E. The significant T X C X P
interaction for-relevant behavior was an aLLifact of no significant
differences between the experimental conditions during the short time
periods for Mrs. M, Mts. E, and Mr. S, and during the long periods for
Mrs: C.

An analyses of EBS means for inappropriate behaviors during short
periodS revealed that CTS>CS <.01) fcir Miss T, Mrs. H.,-Mrs, C, and
Mr r-S (Figdre 9, page 44) . NCS>CS was significant at -.he .01 level for
Miss T, Mrs.,C, and Mr. 8. (ms>ricS was signifii2ant at .01 level for
4fins. E. During the long periods CTL->tiL was significant for all teachers

at-tlhe .01 level. CTL >Nei:was significant for Miss T, Mrs. M, and Mr. S
at the .01 NCL>dL was significantlY greater at the .01 level for
Mrs. H and ,Mr. S, and at thg .05 level for-Mrs. C.

Significant differences between EBS means of inappropriate behavior
were found for Mrs. M (NCL>NCS, at .01 level) and for Mrs. E (CTL>CTS,
at 001 level).

Significantdifferences of appropriate behavior meanS- were found
for Mr. S (NCS> CS, CTS>CS, NC;>C, E <.05), and for Mrs. }Ps class
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(NC>C, p <:.05 level). The experimental conditions were not found b? be
significant between time periods for appropriate behavior (Figure 10,.page
44). No significant difference between experimental conditions occurred
during either short or long time periods for Miss T, Mrs. M, Mrs. E, and
Mrs. C. Two teachers had no significant differences between experimental
conditicns for a particular time period (Mrs. M and Mrs. E during the
short period).

Analyses of Variance for Non-Target Ss

The analysesof variance of relevant, inappropriate, and appropriate
EBSs appear in Table 5, page 36. The experimental conditions were signi-
ficant for relevant (F = 5.51, 1t<.05) and inappropriate EBSs (F = 7.99,

<:.01). Teacher effects were significant for relevant (F = 10.00,
<:.01), inappropriate (F = 7.61, p <.01) and appropriate EBSs

(F = 29.98, It 4:.01)-. The effect magnitude expressed by /72 for the
experimental conditions was relatively low .13 (relevant), .15 (inap-
propriate)-, and .00 (appropriate). The magnitude of teacher effects were
relatively high for relevant (.57), inappropriate (.54), and appropriate
(.74) EBSs.

Analyses, of EBS-Mearis_for Non=Target Ss

EBS,means-for,ex erimental conditions and time. Significant differ-
ences were found fOt-televant EBS'neans at the .05 level (CT>C, NC>C)
and for inappropriate EBS means (CT>C at the .05 level and NC>C at the
.01 level), NO significant differences were found between experimental
conditions for aPpropriate behavior. Although there were no significant
differenceS between:CT and NC EBS means; NC means were larger than CT
means for relevant and inappropriate behaviors. Differences for experi-
mental conditions between short and long time periods were not signifidant
for relevant, inappropriate, and appropriate behaviors.

EBS =means forexperimental conditions of teachers. Figures 11, 12,
and 13 show EBS means for each experimental conditiOn as a function of
each teacher for relevant, inappropriate, and appropriate behaviors. The
Newman-Keuls analyses of mean differences of relevant behavior indicated
that CT was greater than C <:.95) for Mrs. H and Mr. S. Inappropriate
behavior mean differences were significant for CT>C at .05 level (Miss
T) and for-appropriate behavior CT,>C at-the .05 level for Miss T's and
Mrs. M's- classes.
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Semantic Differential and Tennessee Self Concept Scale

Semantic Differential (SD). Ss scores on each SD concept were ob-
tained by noting the polarity of the paired adjectives (i.e., 1=bad,
7=good) and summing over the 11 seven-point scales. Therefore, to the
extent that a S's total score approached 77, the upper limit, indicated
a most favorable attitude for that concept.

Analysis of covariance with the pretest serving as its own co-
variate was computed for the 12 concepts for all Ss (see Table 11,
Appendix F). English and the teacher's name were the only concepts in
which there were significant adjusted mean differences between teachers.
Using Scheff4's multiple comparison method (Winer, 1962, p. 88), an
analysis indicated significant adjusted mean differences between two
experimental classes (Miss T, p <:*.01; Mrs. C, 2 < .05) and the control
class.1 The Scheffe procedure indicated significantly greater adjusted
mean differences between the experimental class and the control class
(Miss T and Mrs. S, Il.01; Mrs. H, Mrs. E, and Mrs. C, p .05). The
adjusted mean-differences were not found to be significant between any
combihation of experimental classes.

Tennessee Self Concept Scale (TSCS).- To facilitate the analysis of
TSCS data and to equate the raw scores for 14 different scales, all raw
scale scores were transformed to T-scores. The analysis of covariance
with' the pketest serving as its own covariate was computed for 14 scales:
Self Criticism, True-False Ratio, Self Esteem (Total P), Identify (what
I am), Self Satisfaction, Behavior, Physical Self, Moral-Ethical Self,
Pergonal Self, Family Self, Social Self, Total Variability, Distribution
Score; and Disturbance (NDS).

'The results of covariance analysis for the 14 scales appear in
Table 1.2, Appendix F. Two scales were significant, Total Variability
(2 :05) and-True-False Ratio (24; .01). However, using the Scheff6
procedure, analysis indicated no significant differences between adjusted
means of the experimental classes and the control class. The significance
for-both scales is an artifact of relatively low adjusted means for
Mrs. E's True-False Ratio (X = 40.11) range of the other classes 59.82
to 65.78, and Total Variability (X = 42.07) range was 53.32 - 57.11 for
the other classes.

One teacher, who had difficulty in executing the treatment conditions,
was dropped bedauge he presented a potential threat to the validity of the
study. This teacher's class was used as a control for SD and TSCS data.
SD and TSCS data were niot obtained for the class that was added (Mr S).
Thus the analysis of covariance was computed for six teachers, five
experimental and one control.
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B. DISCUSSION

The present investigation provides a glimpse at the functional
relationship of teacher and adolescent classroom behaviors. From
experimental analysis of the effects of teacher behavior on the
classroom behavior of adolescents, the importance of the principles
of social reinforcement appear to be verified. The results show
that the procedures used in the elementary school are also effective
in a junior-senior high school environment. Such findings indicate that
the-behavior of a teacher exerts a great deal of influence over the
classroom behavior of adolescents.

Baseline Conditions

Results of the baseline conditions reflected the same variability
that existed in studies using elementary school Ss (Thomas et al., 1968;
Madsen et al., 1968)_. Similarly, the relatively high percentage of
attention to inappropriate behavior accompanied by the infrequent
approval of relevant behavior was also observed in this investigation.

Less gross motor activities occurred for adolescents than for
elementary school Ss (Madsen et al., 1968). A great deal of adolescent
behavior consisted of sitting in his seat passively and quietly without
any behavior that could be rated either inappropriate or relevant.
`ring this investigation appropriate bchavior was a neutral category.

Contingent Praise and Attention

The results showed that contingent teacher praise and/or
attention was effective in controlling the classrombehavior of tar
adolescents. Teacher praise or attention to relevant behavior in
combination with ignoring disruptive behaviors increased relevant
behaviors and concomitantly reduced inappropriate behaviors. These
data- corrobate results of studies using similar procedures in elementary
school settings (Hall et al., 1968a, 1968b; Thomas et al., 1968i Madsen-
et al., 1968; Sibley et al., 1969; Ward and Baker, 1968). Also the
percentage of relevant and inappropriate behaviors varied systematically
foi each experimental condition.

Contingent teacher praise or attention administered to target Ss
generaliied significantly to non-target adolescents. The increases in
relevant behaviors and reduction in inappropriate behaviors that occurred
for target Ss was also observed for non-target Ss. The results of this
investigation corraborates reports of other Studies that changes occur
in the non-target pupils as a result of praising one or two target
children contingently (Hall et al., 1968a; Madsen et al.; 1968). Also
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the data of this study support the hypothesis presented by Kanfer (1965)
that vicarious reinforcement provides considerable learning experience
in a classroom in which students observe the behavior and reinforcement
of others. These results suggest also that target Ss might be models
for non-target Ss. The behavior of models possibly functions as
discriminative stimuli in facilitating the expression by others of similar
behaviors (Bandura, 1969).

NomrContingent Praise

Non-contingent praise increased tie percentage of relevant behavior
for target Ss but not to the extent of contingent praise and attention.
The same effects also existed for decreases of inappropriate behavior.
The results of this experimental condition for target Ss are contrary
to other studies using non-contingent reinforcement to alter desired
behavior (Bushell et al., 1968; Hart et al., 1968, Ayllon and Azrin,
1965). There are possibly two explanations for non-contingent praise
increasing the frequency of relevant behavior of target Ss. One possi-
bility might be that the teacher, and his class have become associated
with the positive social stimuli (praise). The frequent (approximately
10 to 14 per observational period in this study) pairing of praise with
a "neutral or negative" attitude about the class setting and/or teacher
might eventually elicit a positive attitude from the students about the
class and/or teacher. Staats and Staats (1958) have demonstrated the
formation of attitudes to verbal stimuli through classical conditioning.
A similar study induced prestige suggestion through classical condition-
ing (Blandford and Sampson, 1964). It is very difficult to ascertain
from this investigation whether or not the results of non-contingent
praise were a result of a classical conditioning paradigm.

As previously presented another explanation might be the teacher's
potential for acquiring positive discriminative cue properties. The
process by which this occurs depends largely on the previous school
experience that a student might have in receiving praise or attention
from a teacher. If a student has received some positive social stimuli
for some relevant classroom behavior, it is probable that a teacher could
acquire positive discriminating cue properties under conditions in which
praise and attention were administered non-contingently. During the
baseline conditions of this investigation most teachers administered some
praise or individual attention (see Table 10, Appendix B). This hypothesis
might also be supported by a study using mental patients in which the
high percentage'of self-care behaviors under contingent conditions did not
change appreciably when the reinforcers were administered non-contingently
(Ayllon and Azrin, 1965).

Although the results of the non-contingent praise conditions were
correlated with significant increases of relevant behaviors of non-
target Ss, the results were less dramatic than for target Ss. A possible
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cause for this effect might be that the average percentage of inappro-
priate behavior was greater for target Ss than for non-target Ss during
the baseline conditions. In other classroom studies the degree of
percentage decrease of inappropriate and increase of relevant behavior
has been atttibuted to the relatively high or low percentage of inap-
propriate behavior that occurred during baseline (O'Leary and Becker,
1967; O'Leary, Becker, Evans, and Saudargas, 1969). These investigators
suggest that the percentage of increase or decrease during treatment
is directly related to the percentage of inappropriate or disruptive
behavior that occurred-during baseline.

Control Conditions

The sequence in which- the control conditions occurred was different
for each teacher. Control conditions for Miss T, Mrs. H, and Mrs. C
were randomly selected to occur either at the beginning or evd of the
other four experimental conditions. For Miss T (CL and CS) and Mrs. C
(CL), where the control conditions were at the end of the investigation,
reversals occurred for all target and non-target Ss. The typical ABAB
design found in applied behavior analysis existed for Mrs. M and Mr. S,
again on the basis of random selection of the sequence. Reversals and
reinstatement of relevant behaviors occurred for target and non-target
Ss in- Mr. S's class which demonstrates reliable control of the dependent
variables. For Mrs. 14, Stuart's relevant behavior (Figure 14, Appendix
C) did not decrease (reverse kith inappropriate behavior) during the
control conditicns which is probably a result of the two preceding con-
tingent conditions and the high percentage increase of relevant behavior.
Also, Barbara's relevant behavior (Figure 16, Appendix C) reversed during
the- control sessions but was not reinstated during NCS. Perhaps the
non-contingent social stimuli were too weak as reinforcers to increase
the relevant behavior.

The experimental sequence of Mrs. E's class presented a setting
in which the effects of a double reversal technique could be observed.
Baer et al. (1968) maintain that reversals may be detrimental to the Ss
if pursued too often. On the other hand they hypothesize that repeated
reversals in some settings may- have a positive effect on the subject by
contributing to the discrimination of revelant stimuli involvectin the
setting. George's relevant behavior (Figure 22, Appendix C) was reversed
during both control conditions and in each case successfully reinstated
by non-contingent praise. The- double reversal did not appear to have
an adverse effect on his relevant behavior. Jim's relevant behavior
(Figure 23, Appendix C) was reversed during the first control condition
but not during the second. Jim's behavior suggests a possible- corollary
to Baer's hypothesis that repeated reversals may be effective only if
the desired behavior is not maintained at a high percentage during the
initial reversal.
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Reversals occurred for non-target Ss when a control condition was
preceded by CTS, CTL, NCS, arid NCL for five classes (Mrs. M was the
exception)-. It is difficult to account for these reversals as an. arti-
fact of random. fluctuations when considering that the experimental
conditions. were systematical ly executed .

Time Periods

The results of this investigation :showed -that the -only _significant
difference between the experimental conditions for short and -long time
periods of target Ss occurred for appropriate behavior-. No significant
differences between time-periods occurred for non - target Statistie
ally these data support the results Of other studies using adolescent
-subjetts In.-which 'rapid- and .stable thanges were reported- using -.tokens
and money- 1968-_;_ Meicinbaum, et al:- 1968)3.
HoWever; a Closer - examination of the data reveal that -there are indi-
vidual_ tlassrooth- and: stiblect _differences.- For example., analyses- of EBS-
meAns_lor each class inditated that only one :clasS had no significant
differences between experimental conditions_ _during the long periods for
relevant and inappropriate behaviors. The- results. of relevant and imp-
-propriate behaviors during- short periods- were not significant for five
classes.: P6Ssibly for these fi--ve classes teacher praise and/or-attention
was ,too weak as a reinforcer to elicit rapid changes in a short time
period.=_Thus., g-eneralizations about the rapidity or amount of changes. in
classib6m-'behaVior occurring within- specified time period are tenuous.
Perhaps- the results of --the time effect reaffirm, one of the_ basic
characteristics of the fUnctiOnal -analysis ,paradigm, namely-, the problem
of Tinfetentes based on groUp -data. If education- is to proVide more than'
tacit- recognition of indiVidnal diffetenceS, researchers -shotild not be-
deceived -into- con-cruding that the group -type of research provides a
more adequately controlled or more _generalizable substitute -for- individual
data-.

Semantic Differential

SD data-Stiggest -that -a -significant change -occur-red in the attitude
about a concept that described -the environmental events being, manipulated
kthe-teacher'S behaviorl. S_ imilar results -were_ obtained by Wahler :And.

.(19.68) in a-. single _S. design in which behavior therapy techniques:
Were used- - to .than-ge: a patient=' =s behavior- And SD rated concepts_,- :reflect-
ing his-behaVior-,- indicated ,changes in the VS. attitude.

The results of the SD-_in this investigation allow only ambiguous
specification of.-the relationship between A.-student's- attitude about a
teacher and- -his . social interaction with that teacher. However, as
indicated by Wahler and Pollio (1968), this procedure doeS suggest a
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single S method for assessing the effects of changes in classroom
behavior and attitudes related to that behavior or environmental event.

Tennessee Self Concept Scale

The purpose of administering the TSCS was to assess attitudes
about certain aspects of self from the Ss who participated in this
investigation. There appears to be two points of view concerning the

attitudes that disadvantaged children have about themselves. According
to Witty (1967), the culturally disadvantaged seem to mirror negative
attitudes of others which is also reflected in their negative self-images.
On the other hand, Soares and Soares (1969) found that the disadvantaged do
not necessarily reflect negative self perception or lower self-esteem.
The T-scores of the 14 TSCS scales of this investigation were what Fitts
(1965) has described as a "normal" response range which appears to
support the above findings of Soares and Soares (1969).

The failure to provide evidence suggesting that teacher contingent
and non-contingent praise and/or attention be reflected in significant
changes in certain dimensions of self might be related to two factors.
First, the relatively short time period (4 months) in which the dimens-
ions of self were measured and, secondly, the "normal" ranges of response
profiles for 14 scales. Wheat, Slaughter, and Frank (1967) have pro-
vided a possible explanation of why disadvantaged children do not
necessarily suffer from low self concept. The authors suggest that the
environment of individuals in disadvantaged areas, in terms of social
agencies and models, serves to reinforce a "healthy" self concept and
self acceptance. The environment segregates and insulates the indi-
vidual from being able to discriminate or identify the "symbols of
advantagement"--educational achievement and economic "efficiency." Thus
self-perceptions acquired in this fashion are highly resistent to
extinction and a "normal" degree of self satisfaction is indicative of
a low motivation for change (Wheat et al., 1967).
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,CHAPTER V

SUHMRY, 'CONCLUSL3NS_,_-AND RECOMMENDATIONS

A. Summary

Purpose

The application Of social reinforcement :by the teacher to niodify
the classroom behavior of adolescents was the major purpose of this
study. Experimental analysis of classroom behavior has demonstrated that
the pre-school and primary teacher can create a more effeCtive_c_Ias-sroOm
for learning by applying social reinforcement. The primary aim of this
investigation was tO..study: the effects of teacher Contingent ,and. -non-
contingent (-4andOM) ;social reinforcement CpraiSe- andlor attentiOn) on
the classroom behavior of economically diSadvantaged adblettents. -Other
purposes of the study were to explore the length of time necessary tO
demonstrate marked changesfinbehavi-Ot, and to aStertain- the relationship
between contingent social- reinforcement on the non-target Members' of the
classroom.. =

Design and Conduct ;Of -the Study

The study vat conducted With six eighth-grade classes in L...junior-
senior high- school. Six teadhers, volUriteeted to participate in the Study
and one -class period for each teacher was -select-ea.. Each teacher -idel.;-=
tilled three -target adolescents in his -class as being either 'disruptive
or not motivated to do assigned work. All other members (non-target) of
each -class were numbered and the daily -procedure for selecting the three
non-target students consisted of using a table of random numbers with
replacement. The teacher, three target, and three non-target adolescents
were -Obser-ved daily- th eath- class.

After several weeksl-of-obSer-Ving and recording the most to-mmOn
classroot-behaviors-idi the teachers and adolescents, the behaviors were
grouped. on the basis of similarity. Ten categories for adolescents and
nine for the 'teachers were rated. -2_

Observer r4i-abillittes- were computed weekly between six observers.
Also, -clasSrocith-reliabflitieS- were obtained for _pairs of observers during
the Initial phases of the study.

th:e- eild,-bf- baseline -period, teachers were instructed On- the
prihci1es

.

-t& SôcáI reinforcement. IiistruCtions- were given individually
to each teacher on ignoring inappropriate behavior, contingent. praise
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and/or attention, and non-contingent praise. There were six experimental
conditions: contingent short, contingent long, non-contingent short,
non-contingent long, control short, and control long. The short time
periods were four days and long eight days. During control conditions
teachers were instructed to reinstate the baseline conditions. Assign-
ment of teachers and the sequence of the six experimental conditions
were random.

The Semantic Differential and the Tennessee Self Concept Scale
were administered to all target and non-target Ss during baseline
conditions (pre-test) and following the experimental conditions (post-
test)-. The reliability of the SD was computed to be .93..

Analysis of Data

Line graphs were plotted to illustrate the percentage of relevant
and inappropriate behaviors for target and non-target subjects as a
function of baseline and each experimental condition.

Analyses of variance between experimental (contingent and -non-
contingent) and control conditions of target and non-target subjects
showed significant increases of relevant and significant decreases in
inappropriate behaviors.

No significant differences between contingent and non-contingent
conditions were found for target and non-target subjects.

The effect of time periods was significant only for appropriate
behavior of target subjects. Individual subject and classroom differ-
ences in favor of long time periods were found for target subjects.

Analyses of means between combinations. of classes, experimental
conditions, and time periods were provided.

Analysis of covariance for SD data revealed that only one concept
(Teacher's name) was significant. The covariance analyses of 14 scales
on the Tennessee Self Concept Scale were not significant.

Evaluation of the'Findings

A teacher will increase his teaching efficiency by ignoring inappro-
priate and praising or attending to relevant classroom behaviors
consistently.

Teacher contingent praise and/or attention to target adolescents
will generalize and increase relevant behaviors for non-target students.

Teacher non-contingent praise is effective in increasing the
relevant behavior of all students.
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An increase in the teache'r's reinforcing potential which is
demonstrated by a significant change in the student's behavior will
probably also reflect a favorable student attitude, toward the teacher.

B. Conclusions

From this investigation it seems that the success of any training
program dealing with contingency management depends largely on the
success: that the individual teacher has in increasing the desired-be-
havior. A. teacher =can modify and control the behavior of his students
only if he can control h1 own behavior. In order to facilitate teacher
training in behavioral control; video - tape- =recordings could be used.
The recordings could be made from a portable cubical placed unobsttu-

sively in the clastrOok. One way glasS windbws Could facilitate
recording without influencing the behaViots of the students or teachei.
Also, after baseline conditons were obtained, video recordings would
alert the teacher of his actions on the behavior of students. The video
tapes could be used for pie- and in-service training of teachers in the
printiples of contingency management.

.

This investigation is a further demonstration of the importance
of specifit teacher behaviors in influencing the classroom behavior of
students. There are five major implications for teathers of adolescents
that can be derived from this study.

1. The teacher who uses praise and attention as an immediate
consequence for relevant behavior shodld find that the frequency and
:duration of the desired behaviors increase (at least for most students).

2. Teachers who consistently attend to disruptive or inappropriate
classroom behavior will find an increase in those behaviors. By ignoring
inappropfiate and :praising or attending to relevant behaviors con-
sistently and at the same time, the- teacher will increase his teaching
efficiency, and possibly create a favorable attitude about hini from his
students.

3. Teachef contingent praise and/or attention to target
adolesdents generalize and increase relevant behaviors for non-
target students.

4._ Teacher non - contingent praise is effective in increasing the
relevant -behavior of all students.
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5. The results emphasize that the essential factors concerned with
teaching are the functional interaccicsi between a responding student and
responsive teacher. Age and personal'cy characteristics of the teacher
do not appear to be significant variables in learni 3 to use and to
apply these procedures.

C. Recommendations

There are several empirical questions that have emerged from this
investigation and which future studies should endeavor to answer.

1. A study, should attempt to answer whether or not these data
will generalize to middle class adolescents. It is quite possible that
social reinforcement would be more effective in increasing desirable
behavior with middle class adolescents.

2. The effects of this investigation have been remedial and a
study should explore the permanency of the changes in behavior. It is
possible that the adolescent with the teacher's help can develop self-
contingencies (see Lovitt and Curtiss, 1969).

3. It is quite possible that the experimental conditions have
confounded the effects of non- contingent praise. Further studies should
attempt to explore non-contingent praise as a single independent variable.

4; Other studies should seek to develop other techniques that can
be used simultaneously with contingent praise, for example, tokens or
some classroom activity or event. Possibly tokens or a point system might
be a stronger reinforcer for economically disadvantaged adolescents.

5. Modeling or vicarious reinforcement should be explored to
determine the model's characteristics or attributes (age,, sex, socio-
economic status, peer prestige, or power) that will have the greatest
response-facilitating effect in the classroom.

6. If desired behavior can be increased in one classroom situation,
studies should attempt to answer under what settings will the desired
behavior generalize to other settings such as another classroom, the
home, or the peer group.

7. To assess
changes in behavior
a single q's verbal
particular concept.

and to determine the relationship between specific
and changes in attitudes, future studies might use
associations or the Semantic Differential to a

8. In order to provide for a criterion of reliability and possibly
more powerful generality, this investigation should be replicated.
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APPENDIX A

TABLE 6

EIGHT WEEK AVERAGES OF PI COEFFICIENTS
FOR SIX OBSERVERS

,OBSERVERS

Observers 1 2 3 4 5 6
.

1 .89 .94 .86

-7-

.78 .89

2 ... .96 .93 9O- :86
.

3
... .93 .92 .86

_ - - _ ...--

4 .87 .94

5 .97
...

6
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TABLE 7

CLASSROOM PI COEFFICIENTS FOR PAIRS OF OBSERVERS

Classroom
Sessionsa

OBSERVERS
2 3 4 5 6

1

2

3

4

.74

.91

.86

.95

.97

.88

.96

.92

.93

.91

.96

.94

.87

.98

.96

.94

.95

.97

°The classroom sessions for reliability checks were held almost
weekly during the initial phases of the study.



APPENDIX B

TABLE 8

PERCENTAGES OF RAT- ED 'CATEGORIES FOR THE EXPERDENTAL
CONDITIONS OF EACH TARGET SUBJECT

vit

Miss T
Roger

Louis
Stan

Mrs.- M

Stuart
-Fred
Barbara

Mrs. H
Donald

Jm

Mrs.

George
_-

Jim
Bobby

Mrs. C_

Mark
_Danny

Sherry

Mr. S.

Gary
Brenda
Jerry

0,0
0.0
0.0

3.6
0.0
0.0

.0.0

3.2
0.0

9.0
OA
6.0

6.0
0.0
0.0

-6.6
0.0
o.6

Releiant Inappropriate

H R M ON V T BI

BASELINE

33.1 0.0 . 2.5 6.9 18.7 7.5 12.5 18.1

15.4 0.0 13.9 2.8 .1.4- 12.6- 4.9 18.2 30.8
0.9 0.9 1.9, 0.9 2.9 24.0 11.5 6.7 50.0

3.6 0.0 7.1 9.5 2.4. 17.9 13.1 14.3 28.6
1.4 0.0 10.4 6.9- 1.4 15.9 19.4 14.6 29,9

12.0 0.0 11.4 3.0 6.8 5.3 8.3 21.9 31.1

0.0 0.0 33.3 0.0 5.6 0.0 5.6 0.0 55.6
2.4 1.6 0.8 1.6 5.6: 14.3 6.3 14.3 -50.0

2.6 0.0 10.9 7-7 1.9 22.6 14.2 10.9 29.0

0.0 0, .1.3 6.4 8.4 7..1 13.6 27.1 27.1
11.8 0.6 4.9 7.6 5.6 13.9 8.3 33.3. 14.6
9.7 0.0 4.9 3.5 6.2 9.7 12.5 35.4 18.1

7.4 6.0 8.3 9.3 5.6 14.8 4.6 30.6 19.4
44.4 0-.0 0.0 0.0 0.0 0.0- 0.0 0.0 55.6
2.2 0.0 7.2 0.7 0.0 5.8 2.2 33.3 48.6

4,0 6.6 3.2 A.() 32.0 19.2t 4.8 23.2 13.6
2.2 1.1 4.5 4.5 3.4 12.4 13.5 42.7 15.7
6.o o.o 6.0 1.2 2.4 34.9 3.6 10.8 40.9
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TABLE 8 (continued)

70

Ss
Relevant Inappropriate App.

VR :14 ON V T BI

Miss T
CONTINGENT SHORT tCTS)

Roger 12.7 32.4 5.6 19.7 0.0 0.0 5.6 2.8 1.4 19.7
Louis 4.3 14.3 10.0 20.0 0.0 1.4 7.1 1.4 2.9 36.6
Stan 13.9 22.2 11.1 18.1 0.0 0.0 6.9 1.4 6.9 19.4

Mrs. M
Stuart 2.9 25.0 0.0 0.0 0.0 0.0 4.2 1.4 0.0 66.7
Fred 0.0 12.5 0.0- 4.2 4.2 0.0 18.1 11.1 0.0- 50.0
Barbara 0.0' 22,2 0.0 22.2 0.0 1.4 6.9 0.0 18.1 29.2

Mks. H
Donald 2.7 21.6 2.7 18.9 0.0 0.0 2.7 1.3 18.9 31.1
Tim 3.8 9.4 1.9- 18.9 0.0 0.0 3.8 0.0 1.9 60.4

5.0 42.5 2.5 37.5 0.0 0.0 2.5 0.0 0.0- 10.0

Mrs. E
George 0.0 23.6 1.4 4.2 5.6 1.4 8.3 9.7 2.8 43.1
Jim 0.0 54.2 5.6 6.9 4.2 2.8 11.1 5.6 4.2 5.6
Bobby 4.2 1.4 0.0 1.4 6.9 5.6 38,9 18.1 16.7 6.9

Mrs. C
Mark 4.6 25.0 0.0 18.2 2.3 0.0 9.1 0.0 0.0 40.9
Dandy- 3.8 5.7 7.6 37.8 0.0 0.0 1.9 0.0 3.8 39.6
Sherry 0.0 27.8 1.8 16.7 0.0 0.0 0.0 0.0 3.7 50,0

S

Gary- 0.0 19.4 0.0 11.1 2.8 0.0 2.8 0.0 13.9- 50.0
Brenda 0.0 2.8 -0.0 44.4 0.0 0.0 5.6 0.0 11.1 36.1
Jerry -2.8. 30.6 0.0 2.8 0.0 0.0 040 16.7 0.:0- 47.2
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TABLE 8 (continued)

Ss VR

Miss T
Roger 16.7.

Louis 7.0

Stan 10.4

Mrs. M
Stuart 3.5
Fred 7.2

Barbara 2.1

Mrs. H
Donald 4.8
Tint 3.0
Jim 4.2

Mrs.
George 2.8
-Jim. 49
'Bobby 0.8

I4rs.0
Hark 1.4

. Danny 0.0
'Sherry 0.0

S

Gary 3.3
Brenda- 5.6
Jerry' -11-1

Relevant Inappropriate
W 11 R 14 ON V T BI

CONTINGENT LONG' (CTL)

31.2 4.2 25.7 1.4 14 0.0- 0-7 0.7 18.1

42.7 3.5 27.3 0.0- 0.0 4.2 0.7 0.0 14.7

31.3 1.5 22.4 0.0 3.7 3.7 0.0 0.0 26,9

42.4 3.5 21.5 0.0 0.0 5.6 0.7 1.4 21.5

_27.0 3.4 8.0 2.1 0.0 6.7 2.1 2.1 41.3

30.6 0.7 5.6 0.0 6.9 0.0- 0.0' 20.8 33.3

17.5 3.2 19.8 0.8- 2.4 0.8 0.0 17.5 33.3

9.8 -4.5 27,1 0,.,0 0.0 1.5- 2.3 13.5 38.3

63.2 1.4 5.6 0.0 0.0 4.2 0.0 0.0 21.5

28.5- 0.0 36.8 4.2 0.0- 0-.0 6.-2 0.7 *- 20.8

_36.1 0.0 43,7 2.8 0-.0-, 3.5 1.4 1.4 -6.2

30-.1 1.6 0.0 7.9 0.8 11.9 3.9 9.5 33.3

15.6 4.1 -16.3 4.1 1.4_ 3.4 4.1 10.2 39.5
19.4 0.0 36=.8 0-.0 0.0 2.8 0.0 5.6- 35.4
6.94- 0.0 38.2 0--0 0.0. 0.0 1.4 3.5 50.0

17.8 7'..8 26.7 0.0 0,0 1.1 0.0 4.4 38.9

18.9- 44 `Z8.9 -0.0 0.0 3.3- 0-.0 4.4 34.4
44.4 *5.6 16.7 0.0 0.0 5.6 0.0 0.0 -16.7



TABLE 8 (continued)

Ss

Relevant Inappropriate
W H R M ON V T BI

App.

NON-CONTINGENT SHORT (NCS)
Miss T
Roger 2.6 23.7 0.0
Louis 3.0 30.3 5.0
Stan 11.4 2.9 0.0

Mrs.
Stuart 2.8 12.5 1.4
Fred 2.8 29.2 0.0
Barbara 0.0 12.5 0.0

Mks. H
Donald 0.0 15.3 0.0
Tim 1.6 14.3 0.0
Jim 1.5 3.0 0.0

Mrs. E
George 0.0 23.6 0.0
Jim 5.6 27.8 4.2
Bobby 0.0 23.6 0.0

Mrs. C
Mark 5.6 20.4 9.3
Danny 0.0- 12.9 0.0-

Sherry 0.0 26.5 0.0

Mk. S
0.0 13.9 2.8

Brenda 0.0 25.0 0.0
Jerry 0.0 28.6

31.6
11.1
30.0

48.6
1.4

13.9

11.1
0.0

13.4

6.9

11.1
9.7

20.4
35.2
0.0

30.6
2.8

0.0

0.0 0.0 9.2 3.9 0.0
0.0 20.2 14.1 4.0 1.0
0.0 0.0 1.4 5.7 10.0

0.0 0,0 1.4 0.0 0.0
2.8 0.0 18.1 13.9 8.3
4.2 6.9 2.8 0.0 16.7

6.9 4.2 18.1 0.0 2.8
0.0 0.0 19.0 14.3 6.3
4.5 0.0 10.4 14.9 23.9

15.3 0.0 8.3 5.6 5.6
0.0 0.0 11.1 6.9 0.0
11.1 0.0 12.5 8.3 12.5

1.8 0.0 9.3 1.8 5.6
-1.8 0.0 12.9 3.7 0.0
2.0 0.0 2.0 0.0 20,4

0.0 0.0 2.8 0.O 8.3
0.0 0.0 2.8 2.8 36.1
0.0 0.0 6,0 17.1 219

28.9
11.1
38.6

33.3
23.6

43.1

41.7
44.4
28.4

34.7
33.3
22.2

25.9
33.3
48.9

41.7
30.6

51.4

72



TABLE 8 (continued)

Ss

-Relevant Inappropriate App.

W H ON -V T BI

NON-CONTINGENT: LONG ( NCL )
Miss T

-Roger 3.5 .34.3 0.7
Louid- .26.7 0.0- -0.0
'Stan _6-.0 16.4 0.0

Mrs. M
_ 'Stuart 5.54 _ 0.6 31.1
'Fred 0-.0 -6.7 :0,0

_ -Barbara ILO 20.1 0.0

Mrs . -H-

Dona_l4
Tim,

Jim,

Mrs'. -E

'George

-Bobby_

0.0
2.0

2.9

3-.5
9:.1
21.0

11.1 -3-.9
'5.4

25-.8 1.5

31.9 2._1
.23.1 4.9
23.9 2.0

.Mrs. C

-Mark D..9 12.1 0.0
Danny- .0..0 15.7 '0.9
Sherry D'.9 19.4 -0.0

Mr. S
_ :Gary 1_.1 1Z. 2 .0.0

Br-dilda. 0'.0 16.7 .1.1

.Jerty_ ,2'.2 18 9 :8.9

24.5
0

14.7

20.8
'8.0
2.1

21.4
_15.6
61.5

13.9
20.3

=5.5

39.2
23.1
19.4

2.-8 2:8 5,.6
4.4 2.2 15.6
4.3 0.9 10_,3

-0.3: 0.0- 2 ;8_
-6.7 2 2(41
-0.7 ..0: -0.7

3.2 0.0 -9:5
'9.5 0.0 16.3
--0,0 0.0 1.-9

5.6 0.0 0,0
-4,9 0.7 7.7
-8.2 9.6 13.0

*0:9 0'. 0 7.5
0.0 0,0 6 :5

-0:9 0:..0 2.8

Z.&
2.
6,0

1.7
16..8

2-.8

7.9
4.8-
0.5

0.0
-2=.1

7,5

3..7
0.9-
Z.8

16.7 2.2 0:.,0 a :3 4.4
.21.1 1.1 0.0: _22.2 Z.Z
3.8 ,Z.2, Irj: 0 18:,9

0.0.

0.0

23.1
48.9
41.4=

17,9- _19.03
21,5 18.1
35.4;

16.:7 26.2
20.4 -_25.8
0.0 -5.8

6,2 36-.8
1.4 -25.9-

13.7- 14.4

13.1 -22.4
18.5 34.3
17,6 36.1

24.4 , __35.6
56.- 30.0_
0.01 ,41.1



Ss

Miss T
Rojer 4.2
Louis 12.9
Stan 00

Mrs. M
Stuart 9.6-

Tred 21.1
',Barbara 0.-0

-Mrs. H

Donald 0.-0-

Jim 0-.-

Mrs. E
George 1.4
Jim 5.5-
Bobby 0.0

Mrs. C
Mark 0.-0-

Danny 00.
Sherry 0.0

Mr. S
:Gary 0.0
'--Brenda. -0.0-
Jerry

TABLE 8- (continued)

74

Relevant Inappropriate App.
W H R M ON V T BI

CONTROL. SHORT -(CS)

0.0 _0.0 -5.6 13.9 -4.2 20.8 91.7 11.1 30.6
3-.7- 5.6 0.0 7-.4 0.0 :18.5 7-.4 5.,.6 38.9
0.0 1.4 4.2 2.8 -4.2 12.5 4.2 26.4. 44.4

16.4 4.1 38.4 .0.0 0.0 0.0 -0.0 2.7 ,28.8

12.9 0.0 14.1 1.4 2.8 5.6 19-.7 0.0 22.54
0.0 0,0 0.0 0.0 0.0 0.0 2.3 34.1 63.6

0.0 0.0 1.5 0.0- 18.5 9.2 29-.2: ,41.5

-6-.3. 1.6 0.0 0.0 2.4 12.7 3_.2 12.7- _61.1

0.0 0'.0. 0.0 0.0 :0.0- 17.5 5-.6 55.6 26.4

-16.7 1.4 6.9 12.5 2.8 11.1 9.7 8.3= 29.2
35.6 1.4 24.7 5.5 0.0 5.5 2.7 2.7 16.4
7.4 0.0 0.0 16.7 18.5 29.6 16.7 3.7 7.4

0.0 0.0 0.0 6.1 2.0 16.3 14.3 34.7 26.5
22:2 0.0 OA 37 3.7 18.5 3-.7 24.1 24.1
8.8 0.0 0.0 1.5 .2.9 1.5 0.0 22-.1 63.2

0.0 03.0 27.8 5.6 2.8 16.7 13.9 16.7 16.7
11.4 0.0- 17.1 0.0 0.0 17.1 2.9 42:.-9, 8.6
51 0.0. 20.0 5.7 .0.0 0, ".0 :28'.6 11.-4 25.7

- - r .
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.

TABLE 8 (continued)

Ss
'Relevant ..__ Inappropriate

W. H R 14 ON V T BI

Miss T
CONTROL LONG (CL)

Roger 2,1 12.5 0.0 2.8 13.2 1.4 20.1 4.9 10.4 32.6

Louis 0.0 9.7 0.0 5.6 4.2 2.8 22.9 15.9- 9.7 29.2
Stan 2.1 5.4- 4.3 1.1 4.3 1.1 15.1 8.6 4.3 53.8

Stuart 2,7 15.4 1.3 30.2 0,0 0.0 4.0 0.7 10.1 35.6

Fred 2.8 18.1 0.0 1.4 9.7 0.0 15.3 12.5 27.8 12.5

Barbara 0.0 12.9- 0,0 9.7 0:8- 0.0 8.9 0.0 54.0 13.7

Mrs. H
Donald 0.0 2.8 0.0 2.8 8.3 2.8 19.4 12.0 25 25-.8

Tim 0.0- 0.0 11.1 0.0 0-.0- 0.0 5.6 0.0 5.6 77.8

Jim 0.7 0.0 0.0 4.3 5.7 2.1 24.1 5.7 21.9 35.5

Mrs.

George 5.6 6.3 3.9 1.6 11.1 0.8 21.4 21.4 9.5 18.2

Jim 3-.2 17.5 3.9 0.0 1.6 1:6 17.5, 7.9 13.5 33.3'

Bobby 0.0 17.1 0.,E1 2.4 9.8 7.3 23.6- 14.6. 4,1 20.3

Mrs. C
Mark 0-.0 4.7 0.0 6.6 5.7 0.9 10,.4 11.3 46.2 14.1

Danny 0.0 6.5 0.0 8.3 2.8 0.0 21.3 6.5 32.4 22.2
'Sherry 0.0 4,0- 0.0 15.0 0.0 0,0 1.01 0.0 45.0 35-.0-

Mr. S
Gary 0.0 8.9 0.0 6.3 7.6 3.8 12.7' 5.1 36.7 18.9

'Brenda, 0.0 1.1 3,0 11.4 5.7 1.1 20.4 10,2 34.1 15.9
Jerry 0.0. 4.6 0.0 11.5 3.4 0.0, 37.9 1.2 12.6 28.7



TABLE 9

PERCENTAGES OF RATED CATEGORIES FOR THE EXPERIMENTAL
CONDITIONS OF NON-TARGET SUBJECTS

76

Relevant Inappropriate
Teacher VR H. R M ON V T BI

BASELINE

Miss T 0.0 11.9 1.9 10.9 2.6 1.6 9.5 16.3 21.6 23.7
Mrs-. M 0.0 7.8 0.0 10.2 3.5 1.1 9.0 9.0 18.7 40.7
Mrs. H 0.3 4.4 2.2 7.6 1.3 2.2 15.1 10.1 10.1 46.7
Mrs. E 5.1 4.2 0.9 6.7 5.6 0.7 10.6 11.3 16.4 38.4
Mrs. C 0.3 4.8 2.3 4.1 4.8 1.8 14.5 2.5 21.2 43.6
Mr. S 0.0- 8.4- 0.0 10.1 7.1 0.8 13.4 10.1 9.2 40.8

CONTINGENT SHORT (CTS)

Miss T 1.4 28.1 3.8 7.1 1.9 0.5 3.3 4.8 1.-9 47.1
Mks. M 1,-7- 1.7 0:0 10-.0 1.7 0.0 '7.2 7.2 37.8 32.8
Mrs. H 0..0 13.4 1.4 20.8 2.8 1.8 6.9 5.6 8.3 38.9
-Mrs. _E 0.0 13.4 1.8 16.1 5-1 -1.8 13.8 8.3 11-9 27.6
MtsC O$ 11.1 3.1 24:.1 0.0 0.0 4.9 0.6, 16.7' 38.9

S 0.0 0.0 0.0, 0-.0- 7.3 .0.0 -1-2.7 5-.4 12.7 41.8
CONTINGENT LONG (Cm)

24 21-6 1.4 -16.4 1.8 -0.-0 4.1 2.-1 4.3 46.4
13%1 1.4 2.4 11.5 2.4- 9.4_ 30.1

H 2.2- 184 0.7 23.8 1.8 0.9 4.7 1.8 8.-9 36.9-
Mrs-. 1,9: 21.8- 16:-.9- 3.4 5.0 4.6 2.9- 20.8 20.6
Mrs. 2.1 22.8 2.3 24.6 2.3 0.2 2.3 4.8 5.5 33.1

_

-24r. 4.4 17.-7 2.9 13:6 1:5 1.8 8.9 7.4 17.3 -24.3

NON-CONTINGENT SHORT (NCS)

Miss T 0.9 13.4 0.0 22.2 0.5 0.0 3.7 2.8 10.6 45.8
Mrs. -M 2.8 13.9 4.2 5.1 2.8 9.3 12.9 5.1 18.5 25.5
Mrs. H 0.0 11.6 2.3 . 21.8 1.8 0.0 4.6 0.5 4.2 53.2
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_TABLE 9 (continued)

Relevant Inappropriate App.
Teacher VR W H R M ON V T BI

Mrs. E 3.2 16.7 0.0 26.4 5.6 0.0 7.4 3.2 8.8" 28.7

Mrs. C 0,5 16.6 0.0 46.7 0.0 0.0 2.5 0.0 4.5 29.1

Mr. S 1.8 4.6 2.8 30.6 0.0 0.0 12.0 1.8 6.5 39.8

NON-CONTINGENT LONG (NCL)

Miss T 4.5 8.9 3.3 25.5 1.6 0.5 7.1 2.1 5.7 40.7

Mrs. M 2.8 9.7 3.5 8.6 0.9 1.6 8.1 3.3 24.8. 36.7

Mrs. H 2.9 23.1 3.6 15.9 0.9 0.2 8.3 0.9 9.4 34.7

Mrs. E 2.8 14.5 1.6 23.5 2.4 1.6 15.0 0.7 11.0 26.8

Mrs. C 2.9 18.2 2.9 20.3 0.9 0.6 8.2 0.6 10.9 34.4

Mr. S 0.0 0.0 0.0 0.0 5.8 0.0 16.1 2.9 14.6 60.6

CONTROL SHORT (CS)

Miss T 3.7 10.6 3.2 10.6 6.9 1.8 8.3 4.2 22.7 27.8

Mrs. "M 0.9 8.1 4.7 8.1 3.8 0.0 2.8 8.5 24.6 38.4

Mrs. H 0.5 10.3 4.9 1.6 1.6 0.0 7.1 4.3 2.7 66.8

Mrs. E 1.9 9.9 0.9 2.8 7.1 0.0 19.3 4.3 15.1 38.7

Mrs. C 0.0 3.7 1.5 5.9 2.9 0.0 10.3 2.6 34.7 38.4

Mr. S 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 0.0 100.0

CONTROL LONG (CL)

Miss T 2.1 14.8 1.8 12.7 6.0 6.7 10.6 6.9 14.3 23.8

Mrs. M 0.5 4.7 0.9 2.6 4.7 5.2 13.6 7.1 21.2 39.5

Mrs. H 0.5 2.1 4.3 4.6 6.4 0.8 14.9 10.8 13.1 44.8

Mrs, E 0.5 29.4 4.3 1.3 2.7 0.8 9.9 7.5 16..3 27.3

Mrs. C 0.0 4.7 0.0 5.7 1.2 0.0 22.4 -2.9 23.6 39.4

Mt. S 2.1 5-.5 1,7 14.4 3.8 3.8 8.5 5..1 25.8 29.2
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APPENDIX E

INSTRUCTIONS

Say--Read the instructions to yourself while I read them aloud.

The purpose of this booklet is to find out how Junior High
students feel about certain concepts like subjects, classroom activities,

Or a particular teacher. This test has no right or wrong answers. The
best answer to give is exactly how you feel about each activity, subject,

or teacher. On each .page you will find a concept to be judged and
beneath these concepts, a set of scales (for example, good-bad, ugly-
beautiful.). You will rate how you feel- about these concepts on the

scales.

Here is how you are to use these saaleS. Sdppose that you are

rating a concept on the ugly-beautiful scale. If you feel that the
concept is very beautiful,, you -sh-ouid place your -check Mark- in the space

Closest to beautiful.

-Ugly Beautiful

-
HoWevert if _your feel the concept- IS _yery -ugly you should- place your

-check -mark in the space -closest -to ugly.

Ugly _ Beautiful

But if you fee?. the concept is neither very beautiful or ugly, you

shOtr -pace- yodr check mark in the middle space.

Ugly Beautiful

If you feel the concept is not extremely beautiful, but is more beautiful
than-,ugI-Yr5. you should- place your chetk mark in, a_ space between- the middle

space: and the -space closest to beauti-ful.

Beautiful

n th0 Atit-thOt hand, if you feel that the concept is not extremely ugly,
but is more ugly than -beautiful, yoU. should place your check Mark i_ n a

Space 3130ween the middle space and the space closest to- ugly-

Ugly Beautiful

You,should: follow exactly, the same procedure in ihdicatihg your feelings

about the concept on all the other ScaleS. You should place a check

mark in only one ,space for each of the scales (e.g., bad- -- good,

'beautiful), but that check mark may be placed in any one of seven Spaces.

MZ/103-



Turn to the next page. Let me read the scales to you. Passive-Active,
Ugly-Beautiful, Fast-Slow, Good-Bad, Weak-Strong, Dull-Sharp, Deep-
Shallow, Dark-Bright, Soft-Hard, Pleasant-Unpleasant. Are there any
questions? You may begin. Work quickly . . . be careful to mark the
space which correctly indicates how you feel.

Each of the following concepts were centered at the top of separate
pages: Teacher's name, School, Math, English, Health, History, Homework,
Tests, Grades, Class Participation, Books, Teacher Speaking.

passive ._ . .
.
.

.
.

.

. active
ugly : . . . . beautiful_
fast .

.
.
.

.

.
.

- slow
good _-. . . . - bad
weak . . . . strong
dull . . . . . sharp
deep . . -. . . . shallow
dark . . . . bright
soft . . . . . hard

pleasant . . . . : unpleasant

The sequence and the polarity (i.e., good-bad or bad-good) of the above
list of paired adjectives were presented randomly for each concept.
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ABSTRACT

The present study investigated the effects of teacher contingent

and non-contingent (random) social reinforcement on the classroom behavior

of economically disadvantaged adolescents. Other purposes of the study

explored the length of time needed t, demonstrate marked changes in be-

havior, and examined the effects of contingent social reinforcement on

non-target members of the class. Six eighth-grade teachers in a junior-

senior high school volunteered for the study and one class period for

each teacher was selected. Each teacher identified three target adoles-

cents in his class as being either disruptive or not motivated to do the

assigned work. The teacher, three target, and randomly selected other

members of the class (non-target)were observed daily in each class

Inappropriate, relevant, and appropriate (neutral) adolescent behaviors

were rated by classroom observers. Observer reliability was computed.

At the end of baseline, there were six experimental conditions: con-

tingent short (four days), contingent long (eight days), non-contingent

short, non-contingent long, control short, and control long. Assignment

of teachers and the sequence of the six experimental conditions were

random. The Semantic Differential and the Tennessee Self Concept Scale

were administered to all subjects during baseline and following the ex-

perimental conditions. Analyses of variance between experimental condi-

tions (contingent and non-contingent) and control conditions of target

and non-target adolescents showed significant increases in relevant and

significant decreases in inappropriate behaviors. No significant dif-

ferences between contingent and non-contingent conditions were found for

target and non-target subjects. Individual subject and classroom
differences in favor of long time periods were found for target subjects.

The effect of length of time was not significant for non-target subjects.

Analysis of covariance for the Semantic Differential showed only one

concept to be significant (teacher's name). The 14 scales on the

Tennessee Self Concept Scale were not significant.
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