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Modification of Deviant Behavior
Through Short-term Placement in
A Token Economy.
Authors, Nancy K. Buckley, Rill M. Walker, Dolores A» Bridpges

Mary J. Hendy -
University of Oregon

In the decade of the sixties educators became increasingly
aware of the population of children in the elementary schools
who were vaviously labeled as emotionally disturbed, acting-out,
hyperactive, socially maladjusted or exhibiting deviant behaviors.
For the above group of labels, the most frequently used global
description is currently "a child who exhibits behavior devia-
tions.” Kirk (1962) defines a behavior deviation as "that
behavior of a child which (1) has a detrimental effect on his
davelcopment and adjustment and/or (2) interferes with the lives
of other people[g. 31@1" Determining vhat is and is not 'detri-
mental’ and does or does not "interfere' is the function of the
setting in vhich the child finds himself. In the case of the
achool setting the teachers, peers and miscellaneous school
staff as well as the physical setting itself, determine the
boundaries for acceptable behavicr.

An early investigatfon by Ullmann (1952) found that eight
per cent of the regular classroom children were rated as maladjusted
by their teachers. The Special Education Department of the co-~
operating school district conducted a study (1961) to determine

*he number of maladjusted children. This was accomplished by
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having each regular classroom teacher list the maladjusted child-
ren in her classroom, according to her own definition of malad-
Justment. An average of 7.3 percent: of all children in grades
one through six were reported as maladjusted. The lowest pergentee
(5.84) occurred in grade one and the highest in gr.le six (8.15).

In previous studies (¥alker, Mattson, and Buckley, 1969;
Mattos, Walker, Mattson, and Buckley, 1769), the authors found
that children identified as exhibiting deviant behaviors (N=12)
spent on the average only 36 percent of the available cime in
task related activities. Thus, it is not surprising that the
authors found the group of twelve behaviorally deviant children
(1967-68) to be, on the average, behind grade level 2.2 years
in reading (-.1 to -5.1; Gray's Oral) aﬁd behind grade level -.4
years in math (~3.G to 2.2; Wide Range Achicvement Test). Stennett
(1966) looked at children in grades four through six and found
that in general "EHC Eémotionally handi capped childreé} tend to
get farther and farther behind thelr classmates in achlevement
as they move over the elementary school years.{jp-déB}f’

Early attempts to treat the "acting-out" child in special
classes within the school setting met with little demonstrable
success. Kounin, Friesen, and Norton (1966), Rabinovich (1959),
and Shannon (1961), suggest that the inability of the schools to
deal effectively with these children stems primarily from the lack
of established procedures and techniques that might be effectively

employed within the context of the regular school setting.



The experimental analysis of behavior undertaken by Skinner
in 1938 revealed many principles from which valuable behavior
modification techniques have been derived. The success of these
techniques in changing behavior has been widely demonstrated in
laboratory settings. Extensions of these same principles to the
behavior or deviant children in applied settings also met with
considerable success (Patterson, 1965a, b; Straughan, 1964;
Zimmerzan and Zimmerman, 1962). Staats, Finley, Minke, Wolf and
Brooks (1964) used a token reinforcement system to maintain read-
ing behavior of three, four-yearfold children. These studies
reflect, for the most part, behavior modification with Judividuals
or small groups in highly controlled settings. Because of the
success achieved when using tokens with individuals in laboratory
and applied settings, {nvestigators began to apply the token
economy to large groups of children (Girarduau & Spradlin, 1964;
Birnbrauver & Lawler, 196¢4; Hewett, 1966).

A token economy is one in which desirable responses are
followed by administration of a stimulus (marks, chips, sters,
etc.) to be traded in for certain special items or activities.
Thus, the child learns the contingent relationship between be-
having appropriately and the reinforcing consequences. The token
reinforcers used in these systems may be tangible (Hewett, 1966)
or symbolic (Valett, 1367). Thair value is derived from the
various kinds of "back-up" reinforcers (candy, trinkets, free
time, etc.) for which they are exchanged. Once the desired
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behaviors come under reinforcer control, more contrived back-up
veinforcers are gradually eliminated and replaced by reinforcing
stim:1l more readily available in the classroom environment. This
process is facilitated by pairing the presentation of the tangibie
or token reinforcers with social reinforcers and gradually fading
out the presentation of the contrived reinforecers (tokens and toys).
Quay and associates (Quay, Werry, McQueen, & Sprague, 19A6; Quay,
Sprague, Warry, McQueen, 1967) increased attending behavior in -
classroom for '"conduct problem children" by flashing a small der:
unit light for attending behavior followed by candy and/or sccial
reinforcement at the end of the period.

In 1966 the authors began to identify and treat children witi:
behavior problems in an experimental class setting (Mattson and
Walker, 1966). The rationale for the treatment model was based on
the token economy. Since that time, variations of the tokea
econouy have been implemented in at least 100 separate programs in
this country (Krasner & Attowe in O'Leary & Prabman, 1970). 0'Leary
and Becker (1967) successfully used a token program to control the
behevior of a large class {N217) of emotionally disturbed children.
In addition, token reinforcement programs have been extended to
junior high age children (Broden, Hall, Dunlap & Clark, 1970);
and regular elementary school classrooms (0'Leary, Becker, Evans
and Saudargas, 1969). O'Leary, et. al. (1969) investigated seven
children with disruptive behaviors in a regular second prade

classroom. Systematic introductions of 'Rules,' "Educational
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Structure,' "Pralsing Appropriate Behavior," and "Ignoring Disrup-
tive Behavior' did not consistently reduce disruptive behavior.
Only when the token system with back-up reinforcers was added to
the previous variables did disruptive behavior decline fcr six of
the seven subjeccts.

This paper describes the development and evaluation of a
treatment model which 1s designed to provide efficient medifica-
tion of one class of devient behavior: hyperactive, disruptive,
acting-out behavior in the classroom. The data were gathered
during 1968-1970 in a special cl.iss setting, the Engineered
Learning Project (ELP). The data presented here were generated
by an inter-subject replication of the design, procedures, and
results of the treatment model and by an evaluation of the com-
ponents of this model. Special attention was given to the per-
sigtence of treatment effects across time and across settings.
The gnal of this research was the development of a workable

treatment model, adapted to the school satting, which can be

inplemented by regular school personnel.

Method

Subiects

Forty-four subjects were included in the treatment classroom
from 1968-1970. The subjects (39 males; 5 females) were enrolled
in eight groups of six children each.2 The children ranged in
age from 8.1 years to 12.6 years. In the regular classroom the
children were in grades three through 'six (grade 3t N = 12; grade
4: N o 12; grade 5: N = 10; grade §: N = 10).

7
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The children were selected from 24 elementary schools in
the lccal school district. Selection criteria used average or
above average intellectual asbility, inadequate academic per-
forrance, and socially deviant behavior occurring within the
regular classroom setting. All subjects possessad a number of
behaviors which made them poor candidates for learning. Teacher
defiance, distractibility, hyperactivity, and tantrum behavior
were atiributed to the group as a whole. Individual behaviors
exhibited were physical and verbal abuse of peers, pre-delinquent
behaviors (stealing, smoking, glue-sniffing) rejection of peer
interaction,and excessive verbal outbursts (swearinz, loud noises,
smart talk). These behaviors were identified as most annoying to
the regular classroom teacher; yet the subjects exhibited many
additional behaviors 1llustrative of inadequate social and academic
adjustment. All candidates for the experimental classroom were
screenad by the Walker Problew Beluvior Identification Checklist
(Walker, 1970), a behavior rating scale (Walker, 196%9) and base-
line obscrvations of attending behavior taken within the regular
classroonm. All subjects scored average or above on standardized
inteliigence tests (WISC: Stanford-Binet), but had educational

deficits in reading of from tvo mgnths tb!3.9 years (Gates-McKillip

Reading Diagnostic Test) and frougone nonth to 3.5 years in math skilic

(Stanford Diagnostic Arithmetic Test).
All of the children received standard auditory, visual and
general health tests either prior to, or during, enrollment in

the classroom. No major deficita were displayed and minor deficits

8



vrere corrected by prosthetic devices and seating arrangements,
Six of the 44 subjects had been on varjous drugs prior to enroll-
ment to reduce hyperactivity but requests weva made for all six
parents .o terminate drugs during treatment and follow-up. At
follow-up conferences the parents reaffirmed that esach child was

still off medication.

Setting

The classroom facilities were adjoining and affiliated with
a public elementary school in the Fugene School District. The
primary area for academic activities contained six double desks
(approximately 20" x 45" work surface}, the teacher's desk, and
shelves and tables for the display of higi. interest materials for
science and art projects, a carpentry room with a variety of fools an!
wood, and the necessary obsetvation facili{ties. Adjoining roocr=s
provided sink and table facilities. Space was alro available for
individusl testing, tutoring, and remedial instruction. A small
isolztion room (time-out), containing a chair and dask, adjoining
the classroom (Figure 1). The children us~d the same playgrouad

and lunch facilities as the regularly enrolled students in the schoal.

- o e U 0 L o

Insert Figure 1 About Here
The children were in the special class daily for approximately
threce hours and forty minutes. Of that time, approximately two
hours and fifty minuies were devoted to academic uassignments, fort.v-

tive minutes to p. e. and recess and ten to point counting and

Q trading for prizes at the end of the day.
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The class ended at 1:45 znd the children were, in most cases,
bussed back to their regular classes for one hour of continued
academic work.

Each morning the teacher and teacher aide were both present
in the classroom to answer questions, correct papers and listen to
reading. Following lunch break, and for the last forty-five minutes

of the day, the teacher operated the ciassroom by herself.

Apparatus and laterials

Display board. An electronic displayed board designed by
the project staff (Walker, Mattson, and Buckley, 1969) was used
for recording reinforcing events and providing subjects with dis-
criminative stimuli for appropriate and inappropriate behaviors.
*The device was also designed to provide a more systematic pre-
cgentation and removal of points than can be provided by teacher
riarka on point sheets.

The display board contained a unit for each subject with namn,
stirulus 1light, three-digit plus and three-digit minus counters.
A similar unit set apart from the rest and containing a larger ﬂ
light was used for recording and regulating the group reinforcing :
c}tmate. A control panel at the side of the room allowed immedlatn i
and visible reinforcemerc. Each subject was required to be in his
seat ready to begin the assignment before his light came . . Vhen
the stimulus light was on, it signified that the child was behav-
ing appropriately and that he had gained access to a schedule of

O

]El{J}Cieinforcement. When a child received a point, his light flashed,
e i o .
10
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there was an sudible eiick, and the cumulative counter recorded
the event. If the child was behaving inappropriately, his light
was extinguished and a buzzer sounded which signalied the occurr-
ence of deviant behavior. The subject had ten seconds in whick to
modify his behavior. If he did not modify his behavior within
this time period, one point was subtracted for every sixty saconds
that the deviant behavior persisted. No subject's points ware
ever taken below zero. Thus, if a subject falled to modify his
behavior and lost all his points for that day he was placed in
time-out. At any time that 7. beceme necessary for a child to he
placed in the time-out room or to be suspended frcm the experi-
mental classroom, his stimulus light remained off, as did the group
light, until he returned to the classroom.

At the end of the day, plus and minus points as well as total
accumuvlated points for each child were announced to the entire
class by the teacher. At the same time she transferred the points
to a cumulative point gheet. Thus each day the subjects began
nith zero points on the display board. In this way each child was
able to easily identify his dally achievement.

The display board proved to be very successful in operation
for the thice year period in a number of ways. (1) The unit proved
highly reliable and required no repairq;(z) the teachere found it
to be a much more efficient way to administer points; (3) it made
enforcing negative sanctions mdch:lessuaverhive:to-the‘teacherga
and {4) 1t was also effective in soclal consequation since ail
31ghts are visible to all subjects. Thus the children may compete

ERIC
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among themselves to be high-point person for the day, to beat a
friend in total points, or to earn a toy before another individunal,
Algo, during group reinforcement, all children cooperate to receiva
group points. The children can quickly see the child's light

114 18 out and rhus responsible for their fallure to earn a potii.
Thug 1t combines an aversf:e stimulus (peer pressure} with positive
reinforcement (points).

Individual Work Box. The individval work box was originally
developed by Patterson (1965a) for use with individuals in the
regular classroum. The work boxes in the ELP Classroom were 3" x
3" x 5" boxes powered by a six volt battery. The front of the be-
contained a green light and a red light and corresponding plus
and minus counters. The teacher or experirmenter controlled the
bex from a8 hand-sized control box at the end of a 25 foot cord.

The length of the cord allowed the controller to stand in the ob-
servation room and manipulate the lights and counters on the box
without being visible to the child. The boxes were found to be
~xtremely effective when used for: (a) attending behavior;

(b) ideosyncratic behaviors; and (o) a follow-up strategy in the
regular classroom. The boxes werc effective since they allowed
for immediate consequation of behavior, served as an SD for appro-
priate behavior, and rewoved the social element from the punish-
ront protess.

Puring the first weeks that the subjects were in the class~

room, the work boxes were placed on their desks. Each child was

o — s

)
]E T(:l that the box would help him to work and carn points. As
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long 2s the green light stayed on he could earn points. The

green light meant he was behaving and working appropriately.
However, 1f the red light came on he was doing something wrong

and if the red light stayed on for any time he would lose points.
The red light might come on for any number of things which are
considered not attending: looking &round the room, watching some-
one or something, playing with an object, doodling, laying head

on desk, etc.

After a verbal explanation of how the box worked, it was
demonstrated for the child. The teacher or experimenter then
moved to her observation station. The child was given one point
immediately 1f his behaviox was appropriate. Following the
initial point, points were &warded on a variable interval sched-
ule (see Behavioral Program).

In shaping attending behaviors the rules were always verbally
specified. Once attending was under good control, the boxes were
used for any ideosyncratic behaviors recorded for a child. For
these behaviors the rules may be verbsliy specified or the behavior
way simwply be shaped in through successive approximaticns. The
choice would depend ou the type of behavior and the length of
time available. Some of the behaviors wodified using the box
were: head tic, excessive movement in chair, finger tapping and
babbling or talking to self. The work box was also used in the
reguiar classroom with a peer veprogramming maintanence strategy

(see Section 4 ).
O
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Tive 5. Individual sixty.minute timers, place on each child s
desit, were used in a variety of ways to meet the spacific behavirzal
ne~"> uf sacli child., The timers varc particularly effective in
controlling high 1ute distractibility., All the childien were
placed on timers (or work bov) when they entered ¢he rlassrnom.

Tite iImstructions to the § ware that he was not to laok up
from his task during that interval in order to receive points (rez-
inforcers). The schedule was increszsed gradually (see. Behsvioral
Prograr) from a time interval the subject could originally accowro-
Aate to a time-interval compatible with regular classroom require-
ments. This technique was based on the assumption that introduci:z
a stimulus incompatible with distractions, wvhich fuactions as an
s for a veinforcing event, will lead to the response of academi~
production. As soon as each child's attending hehavior reached
criterion the attending timer was removed freumn higs desk and he
could caru his points on the display board at the front of the
toom, To increase the potency of 'getting on the display board,"
“e teacher made an announcement te the entire class vhen each
cild met the criterion.

Once the attending timers were removed from the child's
desk they were used for attending only intermittently es a behavior

<eck. However, for any subjects needing to increase their acadentic

S oA,

vroduction rate, timers were placed on the desk and labeled "academic"
timers. Thus the teacher would set the timer and require a certat:

anount. of work to be completed before the time expired and the

ERIC 14
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buzzer sovnded. Because of the multiple uses made of the timers,
the children were not to set their osn timero. Thuz 1f the child
in any way touched the timar it was considered inappropriate
behavior.

. Group timer. An electric, Gra-lab Universal interval tiwver
with an eight-inch diameter face was used to record and control
groun attending behavior. (see Group Strategy) The dfal numbers
represent from one to sixty minutes. By sctting both the minutes
and seconds hands it could be determined exactly how much time hsd
expired. An audible click signalled when the specified time inter-
val was complete.

Outdoor timers. The children could norirally earn or lose one
point for an entire rhysical education pariod. With some of the
groups, it became necessary to morc closely monitor p.e. and recess
periods. If the group engaged in large amounts of arguing they
had to earn p.e. preriod by not arguing.

The experimenters obtained small two hour pocket timers for
playground use. They couid easily be held in the hand, pinned
on a shirt or attached to a subject's belt loop on his pants.

The timer was set for five minutes. If all subjects coopersted
during the five minutes they could stay out an additional five
minutes. This procedure continued through the 30 minute p.e. period.

It was discovered that getting to wear the timer wes very re-
inforcing to all the children. Thus the person with the highest

nunber of dally points by p.e. period was chosen to wear the timesx,

15
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Recording Sheets. Heavy emphasis was placed on racording koth

teachar and pupil beheviocs in the clamssroon setting. This reznrling
was not only necessary for research purposes but it alco gave
constant feedback co the teachers regarding effectiveness of
intervention. Licted hare are the sheets used by the teacher and
teacher aide to record and monitor behaviors.

1. Time-out and suspension sheet (See Appendix A). Record
was kept of the time and reason each child was placed in time-out
or gent hore for the day. In addition, behavior of the child
following the consequence was recorded by the teacher. Thus 1f
a behavior continued to be repeated or the behavior did not im-
prove following the consequence it ias assumed the concequence was
not effective and was altered.

2, Point sheets. (See Appendix A). These sheets were placed
on each child's desk to record points. The point sheets Were usid
only until the child had earned the right to be on the display board.

3. Weekly point record. (See Appendix A). These sheets were
records of number of points earned and lost daily, total numher of
points accurulated, and number of points traded for prizes.

4. Record of individual behaviors (See Appendix A.), During
the first week of class the teacher and teacher aide identified
behaviors for each child, apart from the behaviors common to the
whole group, which were either incompatible with classroom work or
had been identified by the classroom teacher or peers as anroyin3z.
The behaviors were recorded to determine the frequency. If the

frequency was high attempts were made to alter the behavior.

16
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Usually a first step was making the child aware of the behavior
by having him actively involved in the counting process (or
counting an incompatible behavior) or keeping a teacher-recorded
tally on his desk. If this did not effectively reduce the fre-
quency additional variables were manipulated.

5. Point record form. (See Appendix A). In preparation for
returning the subjects to their regular classes, during weeks six
through eight, points were not given following each appropriate
behavior. During weeks six snd seven they were given three times
a day and during week eight thev were given once a day. The
teacher used the point record form to record daily points earned
so they could be put on the display board at the appropriate time.

6. Record of teacher behaviors. (See Appendix B) On the
corner of each child's desk was a small 3 x 5 index card with the
heading P (praise), TI (teacher initiation) and PI (pupil initiation).
Each time the teacher or her aide would praise or in some way inter-
act with the pupila, a mark would be made on the card in the appro-
priate columa. Each adult involved used a different colored pen
to be able to distinguish her ma.ks. From this the teache;s could
determine the amount of praiec given, the number of times atten-
tion was initiated to students and to which students it was given
rost frequently as well as the number of times individual students
initiated., As a result of this the teachers were able to dis-
tribute their attention equally emoung students, increase praise
to some students, &nd perhaps put a question limit on those who

Q lemanded too mﬁch time,
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The children were not told the codes on the card. They were

simply told the teachers were counting their own behaviors.5

Academic Program

Each group of six subjects was phased into the classroom in
pairs during a one-week period; two on Monday, two on Wednesday
and two on Friday. Each pair replaced two subjects from the
previous group. This method of staging the entry of the new
subjects made it pdssible for "old" subjects to orient the '"new-

comers" to classroom rules and routine and to serve as models for

apyropriate behavior. It also allowed the teacher time for close in-

dividuel attention to both appropriate_gnd inappropriate bchaviors.
Three maJor tasks were performed on each new student's first
day in the classroom: {,) orientation to the physical aspects of
the classroomg (b) orientation to classroom rules and procedures;
and (c) diagnostic testing of reading and arithmetic skills.
Orientation to the classroom consisted of taking the child on a
tour of the facility, incluiing the observation roovm (discussing
the one.way window), the time-out room and the store, (rien--
tation to classroom rules and procedures corsisted of a teacher
led group discussion of how points were earned and what Lehaviors
resulted in loss of points, time-out or suspension. Also discussed
was the classroom time schedule for activities including recess,
p.e., lunch, etc. and functional details concerning the use of
red tags and daily assignment sheets and specisl msterials (to be

discussed later). The rules were repeated a total of three times,

18
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once at the'addition of each new pair of subjects. From that point,
the rules were never formally repeated, but applied to the sub-
ject's behavlior.

Diagnostic assessment of reading znd arithmetic skill strengths
and weaknesses were obtained through the administering of two tests:
(1) Gates-MeKillop Reading Diagnostic Tests, form I and II, and
(2) Stanford Diagnostic Arithmetic Test, form X and W, level I or II.
The Gates-McKillop Tests were chosen because they offered a func-
tional assessment for instruction purpeses due to the range of skills
tested as well as including standardized indices of functioning
in terms of grade level. The tests were not used in their entirety,
but rather, the most crucial elements pertinent to the modes and
materials of instruction were extracted for measure. The test
parts used were (3) Oral Reading, (b) Knowledge of Word Parts
(Giving Letter Sounds only), (¢) Recognizing the Visual Form of
Sounds (Vowel part only), and (d) Supplementary Spelling Test.

The form of the test, I or 11, used for the first testing situation
was arbitrary as long as the alternate test was administered at

the end of the eight-week treatment period. The standardized in-
dices of functioning made it possible tc measure gains produced by
the treatment model.

The Stanford Diagnostic Arithmetic Test was chosen for much
the sume reasons as the Gates-McKillop; to channel instruction and
determine level of functicning. The blending of modern math and
more traditional problem types in the Stanford Diagmostic Test

also made it more appropriate since the experimental class subjects
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came from varied backgrounds and the ELP instruction more closely
resembled traditicnal math instruction in the basic skills areas.
The computstional part of the test was given on the first day with
each child working at his own desk with a timer set by the teacher
for the specified time interval. The concept portion of the test,
testing counting, operations, and place value was given orally to
the whole group as soon as the new group was complete and all other
preliminary testing was completed. Level I of this test was used
most often, primarily because the subjects tended to be functioning
well below grade level and to have begun with level II would not
have sampled the subjects' range of performance. In those cases
where level II was warranted, it was given after level I and by
necessity on an individual basis., The complementary test to the
one given the first week of the program was administered at the
end of treatment, making it possible for measurement in terms of
grade level gains.

The function of testing was to determine where the subjects
stood academically, and how the materials could best be used to
concentrate and maximize inatruction to challenge strengths and
develop needed skills. Each child, in the beginning, was given
work that he could perform fairly independently; well below frustra-
tion level in most subject areas. The purposes for the gradual
beginaing were;{a) the point system, accompanied by teacher praise,
could be maximjzed resulting in qtudents experiencing success and
the classroom setting becoming reinforcing; (p) attending behaviors

could be escablishedjand (c¢) students could become accustomed to
Q
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classroom coutines such as moving from one task to the next with-
out walting for teacher directives. After these essential elements
were well formed the contont of inmstruction became more challenging.
Typical Day. When the students arrived at the classroom at
approximately 9:20 a.m., they would quickly and quietly put their
lunches and coats away, sharpen their pencils, sit down at their
desks and begin work immediately after examining their daily assign-
ment sheets. Each child's assignment sheet (see Appendix C) was
prepared for the next day in the afternoon after class was dis-
missed. The assignments were made on an individual basis accordiug
to the quality and kinds of work that had been completed to that
point. The current days work and assignment sheet were used as
a reference for filling out the new assignmant sheet. The assign-
ment sheet told the students in step-by-step order the exact
pieces of work they were to complete on that day. All the books
and materials needed (except for extra credit options) were like~
wise placed in order on the right-hand corner of tlie desk with the
assignment sheet on top. As each agsignment was completed the
student placed it on the right-hand side of the desk for marking
and continued to the next piece of work. Papers were marked and
returned as promptly as possible. Papers had to be completeA
neatly and correctly before points were given. Students were not
punished or gdminisbed for mistakes but shown nethods and given en=~
couragement.

Insert Figure 2 About Here

O
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For ;urposes of illustrating how the assignment sheet was used,
Figure 24s a copy of a typlcal sheet for a fourth grade pupil. The
first major heading on the sheet iz math, below that are sub-head-
ings: flashcards, worksheets and mathbook. The child, upon look~
ing at his sheet, would see that his first task for that day was
flashcards, addition and multiplication. He would take his cards,
practice them to himself until he felt confident, then place thenm
on the left-hand corner of his desk to signify to the teacher that
he was ready to be timed. All completed work was to be placed on
the left side of the desk ready for teacher attention. If a
teacher was free, she would go over to the student and time him for
cne-half minute on each set of cards. The results were then graphed
on 8 bar graph on the student's desk. If a teacher had not
been available the student would have gone directly to the next
task, worksheets, The (lashcards and any other com~"c¢ced work had
to await the teacher's availabliity. However, the more immediate
the correction, providing feedback and reinforcament, the more
effective the instruction, The five worksheets consist of four basic
fact sheets; one addition, one subtraction, one multiplication and
one division and one extra worksheet, in this case perhaps working
with place value. The basic fact sheets were used to increase rate
and accuracy. The student was asked to fill in his name, date, his
starting time and his ending time. An estimated time was placed
in the upper left-hand corner. The student's goal was to beat that
time. Originally a child could get a bonus point for completion

within the time period. As points were reduced he had to complete
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the assignment within the time period to get the point for com-
pletion.

When worksheets were completed the student usually had an
assignment from a math book. This allowed for practice in copy-
ing and writing both problems and answers. Placement cues on the
answer sheet were gradually faded out by the teacher. After com-
pleting math this student would begin his reading assignments.

He would go through his Hegge, Kirk and Kirk drill, read his Palo
Alto book and then go on to his Sullivan workbook, writing answers
cn a separate piece of paper. The drill and the reader were always
read silently first, then orally with a teacher to work on word
attack skills and check comprekension. Sullivan assignments were
completed independently and corrected by & teacher. The student
was usually given a one o1' two page optional assignment that

could earn the child an extra point.

Each child was given a new spelling list each day. Sometimes
they were from a regular spelling book and sometimes they were
teacher prepared lists, This particular child had a list of ten
phonically regular spelling words next in his stack. He warm to
ook at the words, write each twice and study them for a test.

The test could be teacher administered or students could take turns
giving each other their tests. Points in this case were given for
both taking and giving the test.

In language, the child was to complete the specified pages

in his Pr. Spello book and a ditto, perhaps, working on homonyms.

O
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The penmanship assignment was from a formalized series and was to ;
be completed on special paper which was provided. 1
Once a child had gotten to this point on his sheet, he had
conpleted all of his regular daily assignments, including all
corrections. He could then go to the extra credit column and choose
from the activities available to him. These options varied with
each pupil and may have included any activities which proved re-
warding for students. Group work was introduced after the subjects
were all attending well individually, usually in the third week.
Group work was introduced primarily because much of the work in a
regular classroom involves sitting and listening rather than the
active responding of programmed instruction. Also our data from
the regular classroom indicate that seldom do children get re-
inforced except during recitation periods. Thus by reinforcing
active recitation in ELP with points, 1t was possible, to increase
the probability of recitation in the regular class and thus of re-
'nforcement from the regular classroom teacher. Because of a
limiting time factor, such subjects as Science, Social Studies,
Health and Art were limited to extra credit (optional) categories. ;
In the event that the student did not finish all his assign-
ments during the class pericd he was required to complete the work
on his own time at home. The student'’s admittance to the classyoom
the following day was contingent upon completion of the assignment.
In order to get a teacher's attention in a regular class~

room the usual procedure ig for the student to raise hkis hund and
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wait, hand waving in the air, talking to peers or gazing out the
window until the teacher responds., In the ELP classroom in order
to avoid this time wasting procedure a different signalling
system was instituted. The student placed a red tag on the left
side of his desk vhen he needed help. The value of this procedure
was that even though the student's red tag was out he was expected
to keep working until a8 teacher was free to help him. This meant
that it a student was stuck on one assignment, he was to go on
to the next and come back to the trouble spot when the teacher
stopped. Another important factor was the manner in which the
student placed his tag on the desk. If slammed down, put on
the wrong side, waved in the air or otherwise used incorrectly;
no teacher response would follow until the student himself correct-
ed the situation. Hand raising was used only in group discussion.
The very structured, basically formal mode of instruction used
in the classroom seemed to develop as a natural outgrowth of the
treatment model. Both students and teachers reported being com-
fortable with it. There was never a question of ‘what ¢p do':
next.
The final evaluation of the academic program for each pupil
was based mwainly upon post-tests in reading and arithmetic., A
fairly extensive final report, complete with academic and behavioral
recommendations was prepared for a final conference with the
¢hild's paventa, regular tcacher and other school personnel from

his own school.

O
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Evaluation of Materials. Below are listed the programmed

and non-programwed materials used in the classroom setting, in-
cluded also, is a brief description and evaluation of each.

1. Sullivan Associates Proprammed Reading Series, McGraw-Hill

This progren is divided into four sections, Programmed Pre-reading
and Programmed Reading Series I, II and III, The total progran
ranges from pre-reading symbol sound cards and workbook to selections
from classical myths at & sixth grade reading level, Basically

the program is such that students read the materials, respond to
them and immediately check their responses. Supplementary activities
and materials are suggested in the teacher's guide for maximum
development. The program has several advantages® it is pro-

graomed (it progresses slowly, repeats, calls for instant recall

and reinforces correct responses), it contains a very humorous,
high-interest story line and it makes independent seat work poss~-
ible. The pace is perhaps too slow and the variety of content is
somewhat limited. This series would not be recommended for use

88 a total classroom reading program.

2., S. R. A. Reading Laboratory, Elementary Edition. This is

a program designed to gradually increase reading comprechension,
skille and speed. The set is divided into three parts, power build-
ers, rate builders and Jistening. Each of the first two segments
are color coded according to sbility levels ranging irom fourth to
seventh grade, The basic procedure is for the child to read a
passage or short story, answer questions by writing in a spectial

bonklet and check responses by comparing his answers with those on
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a special answer card.  Only the power builder segment of this
program was used in the ELP classroom, and only by the most capable
students. In most cases the students' skills had not developed to
the level required by this program; or else, they had been pre-
viously over-exposed, leading to lack of interest.

3. 7he Palo Alto Reading Program, Sequential Steps In Reading,

Harcourt, Brace and World, Inc., 1968, This is a very effective

phonetically developed reading series containing individial reading
books and correspoading workbooks. The books for this program are
small 50-60 page paper bound booklets Sequentially numbered from one
to 20. In a very careful, systematic way, this program introduces
vowel sounds, consonant sounds and rules governing both. The
program can be individually poced and is applicable to first

through sixth grade reading abilities. The stress on phonetically
regular words is very useful in developing word-attack skills.

4. Checkered Flag Seri:.., Henry Bamman and Robert Whitehead

Field Educational Publications, 1968. This is a reading series com-

rosed of six hard bound books, each about racing and race cars.
The minimum reading level rcquirement is at least fifth grade.
Each book, besides the story, contains chapter comprehension check
questions. This series, with its high interest stories, functions
very effectively as a remedial tool.

5. Remedial Reading Drills, Hegpe, Kirk and Kirk, George Wahvt

Puhlishing Co., 1969. This spiral-biund paper back drill took

contains sounding-out, word-attack skill development exercises.

The progression from drill to drill is a very gradual one, emphasizing
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one sound at a time. This is a very phonetically regular material
which would be effective in initial instruction as well as in
remediation. It also provides a good source for spelling words.

6. Webster Company's Classroom Reading Clinic, Webster

Division, McGraw-Hill Book Co., 1963. This set contains story and

comprehension cards such as that in S.R.A. reading series, Dolch

word cards, Conquests in Reading, The Magic World of Dr. Spello,

and a set of eight paper-back novels. Of these Dr. Spello and the
papar back book editions lended themselves most successfully to
the program. Dr. Spello is most appropriate for grades three to
five, and could be used for language development as well as spell-
ing. The paper-backs required a minimum reading level of fourth
grade, they were used mostly for supplementary extra credit read-
ing and frequently were chosen instead of library books.

7. Lessons for Self Instruction in Basic Skills, California

Tesf: Bureau. These materials are branching programmed booklets on
subjects ranging from basic math processes to "Following Direct-
ions". Each booklet is programmed so that a correct resgonse
meets with a smiling face and new problem, and an incorrect re-
sponse meets with a frowning face and a rediscussion of the process
involved to clear up misconceptions. The programs work most
effectively as reviews on supplementary activities. They are fun
for students. Howeer, they do aot effectivel; teach new skills.

In addition to the materials listed above, several other
materials were employed and modified according to the various needs

of students. Among these were basic fourth and fifth grade math
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books, SRA math work!t --ks, basic fact rate sheets (Haughton),
mimeographed math and language arts materials, and Webster basic

spelling books for grades four, five and six.

Behavioral Program

Attending Behavior. Enrollment data (Behavior Checklist and

baseline observations) indicate that the majority of the candidates
had very low levels of attention (attention span) to appropriate
academic stimulil (see Results Secticn).

Martin and Powers (1967) report that the most frequent defin-
ition of attention span is "the length of time a person can attend
to one thing." According to this definition attention span is
both manipulable and improvable. "...task perseverence, or a long
attention span, is primarily a function of presenting reinforce-

ment contingent upon atte ing behavior, and allowing incompatible

~—
@ n

behavior to go unreinforced ﬁéprtin and Powers, 1567, p. 5@1..
Moyer and von Haller Gilmer (1955) measured attention spans

for normal children ages 18 months to seven years and found them

to range from seconds to forty-five minutes. They Jefined attention

span as the length of time the child played with a toy, chosen
from six take-apart toys.

Attention spans have been increased with retarded children
(Birnbrauver, Bijou and Wolf, 1963), brain injured children (Kerr,
1962; Patterson, 1965) and normal children (Kennedy and Thompson,
1967; Allen, Henke, Harris, Bacr & Reynolds 1967; Walker and

Buckley, 1968). Attention spans in young hyperactive children not

29
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only can but should be increased. Attwell, Orpet and Meyers
(1967) report that "attention" was of particular importance in pre-
dicting reading ability. Since much of a child's academic day
is spent "sitting end listening" or working with possibly non-
challenging materials, it is extremely important that he be taught
the basic requirement for any assignment-~to attend.
The response measure in this study was established in accord-
ance with Martin end Powers (1967) operant conditioning analysis
of attention span. Attending behaviors for the subject involved
looking at the assigned page, working problems, and recording
responses. Non-attending behaviors were defined as those behaviors
which were incompatible with task-oriented (attending) behavior.
The following observable behaviors were classified as non-attending
events {(Walker & Buckley, 1968): '(a) looking away from the text
and answer sheet by eye movements or head turning; (b) bringing
an object into his field of vision with head and eyes directed
toward paper (other than pencil, book and answer sheet necessary
for the task); and (c) masking marks other than those necessary
for the task (e.g., doodling).! Using this criterion, most of the
ELP subjects had baseline attention spans of under three minutes.
All children were placed on & variable interval schedule for
attending. To facilitate teacher implementation of the variable
interval schedule, random time assignments were made on 3 X 5
cards. A random smmpling without replacement design was imple-

mented by drawing numbers from a pool of predetermined numbers.
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Thus a variable interval (VI) of three minutes ranged from one
minute to six minutes} a VI 4 ranged from one to eight minutes;
a VI 5 from two to nine minutes, etc. Table I amalgamates the

geparate listg.

—— o ot i . 7 ot i M o g g B

In praccile a child's timer (or teacher controlled work box)
was set for a ghedule the child could function within, based on
previous observations of the child. For most of the subjects this
wad VI 3. Even if a child was attending extremely well, the
teacher was to begin with no higher than a VI 7. (None of the
44 subjects were attending at high enough levels to begin agbove a
VI 5). Six subjects could not successfully complete a one-minute
interval of attending so were set up on schedules ranging from
20 to 60 seconds at the onset.

Once the child successfully completed a given time interval

" he was awarded a point. The teacher crossed th interval off her

list und set the timer for the next time interval. MHowever, if

he non-attended during the interval, his timer was resat. Tallies
were kept of the numbar of times the timer was reset for non-
attending. If ic was reset more than three or four times for

any one interval, it was assumed the interval was too large and the

child was placed on a lower schedule.

Theoretically a child could progress in orderly fashion through

the eight schedules to criterion. However, flexibility was built
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in so that a chil® progressing slowly would repeat the schedule.
(If the timer was reset on several occasions but not enough for
the child to be placed on a lower schedule.) On the other hand
a child who did extremely well on the schedule could be skipped
from one to three schedules ahead.

After the child successfully completed the VI 10 schedule in
one day, he was placed on the display board. Some children
achieved criterion in as little as three days. All children must
have reached criterion by the end of week two or their points were
cut in half. With close teacher attention to attending behavior
this goal can be achieved by all children. Thus it becomes as
much a function of teacher behavior as child behavior whether
criterion is met.

Points and social praise were adjusted to insure a child would
continually try for higher levels of attending. The prestige of
getting on the display board was aleo an important factor in
shaping attending. Once on the display board, the subjects were
given points for attending on a VI 10 schedule. For weeks three
through five this was raised to FI 206 sad for weeks six through
efzht to FI 30.

Reinforcexr System. The academic and social behaviors of

children vho function productively in a regular classroom setting
are ordinarily under the control of a wide variety of generalized
reinforcers appropriate to that setting. Solving problems, com-

pleting assignments, and achieving success at acadeuic endeavors

Q generally function as powerful reinforcing events which maintain
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academic behavior. Such behaviors are further strengthened as a
result of the parental and teacher administered praise that often
accompanies appropriate academic behavior (f1ali, Lund, & Jackson,
1968). It is nct surprising, then, that the behavior of most school
children is responsive to traditional educational procedures and
methods even when no systematic efforts are directed toward gaining
behavioral control.

The "acting-out" child, however, complete with accompanying
academic disabilities, often misses out on these avenues of pos~
itive reinforcement common to the educational setting. Reinforce-
ments for appropriate academic behavior are rarely avallable for
him. The low probability of success and/or praise being associated
with his academic behavior decreases the frequency of academic
behavior in a spiraling process, c.g., the fewer the reinforce-
ments, the less academic work attempted, the fever the reinforce-
ments. In addition, many of the social behaviors demonstrated
by such children are aversive and thereby preclude or severély
limit the probsblity of the child being positively reinforced by
teachers or peers.

In order to reverse this process, it is necessary to use
additional incentives to make appropriate classroom behaviors more
reinforeing to the subject and at the came time reduce the rein-
forcing value of deviant behaviors. Tangible reinforcement for
appropriate behavior has been ahown to incregse resistence to

forgetting (Jones, Edmonds, and Mueller, 1966) and to facilitate

it s i s+ et 3 R 120 o L 8 A e Ve St

ERIC

s :3:3

ek 1t P o <5 e o S e A p 4 e B o b



O

[E

Aruitoxt provided by Eic:

RIC

32

discrimination learning among older children (Cross and Vaughter,
1966) as well as alter behavioral variables previously mentioned.
The tctal token economy is designed to increase these positive
classrcom behaviors and reduce the probability of occurrence of
deviant behavior.

Individual Reinforcer System. In the Engineered Learning

Project, individual points could be earned for appropriate academic

behavior (task completion, correct answers on tasks, completion of

specified units of academic work in relation to tims) - ppro-
priate student behavior (raising hand, not talking, ! ork
without talking, task attending). During the initial of
treatment, subjects were reinforced for minor approxi 1o
these appropriate behaviors on a nearly continuous b ‘ee
Appendix D)

During the first six weeks of treatment subjects
points for each piece of work they completed. The; ¢
poiuc per page and an ndditional point if done with 1 uracy, {(In-
dividualized assignments allowed for the criterion of 1racy).

They also received pointa for attending, walki ¢ . . ¢3
appropriately to out-of-classroom activities, p.e. an. into
the classroom quietly and beginning work. Their maxi
score each day was 25, They received points immeds .- the
conpletion of a task throughout the day.

Points could be exchanged at 1:00 p.m. each day fi ridual
stimulus items. There were six levels of point valv- . Yie items,

vanging from 25 points to 200 points with occasional srrrial {tems

34



for 500 points. The values for these reinforcers were selected
to approximate their purchase price e.g., 25 points would be need-
ed for toys costing 20¢ to 3%¢; 50 points for toys costing 40¢
to 65¢; etc. The advantage of using a large number of back-up
reinforcers 1s that it increased the probability that at least one of the
stimuli would be relevant to the deprivation conditions of the
various subjects (Ferster & DeMeyer, 1962). The minimum interval
of time necessary to earn the minimum stimulus (lowest point
value) was approximately one day during the first five weeks
assuming the child was completely task-oriented during this period.
The subjects were free to exchange their points for an inexpensive
item or to accumulate them for a more expensive one. There was
no evidence of an inability to delay gratification and save for
higher prizes. Their academic production remained relatively con-
stant whether receiving immediate exchange for toys or saving them.
Points were awarded on the basis of con.urrent schedules
(Morse, 1966). Subjects could receive points on both a variable
interval schedule of reinforcement for task-attending behavior and
a fixed ratio (FR 1) for completion of assignments.

Group Refuforcer Strategy. Deviant behavior in the classroom

setting is sometimes relnforced by approval and recognition from
peers (e.g., giggles, comments, gestures). A group reinforcing
climate controls this source of reinforcement by making it more
desirable to encourage pcers to bohave appropriately than in-~
appropriately. Group contingencies have been used by a nunber

ERIC
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of investigators in the classroom setting (e.g., Barrish, Saunders,
Wolf, 1969; Schmidt and Ullrich, 1969; Bushell, Wrobel and Michaelis,
1968)., Mithaug and Burgess (1967) compared individual reinforce-
ment to group reinforcement for a complex cooperative act. They
found that group reinforcement alone was not effective. However,
the highest rate of responding was aznieved with a combination of
individual and group reinforcement.
Once all the children in the ELP classroom were on the
display board they could begin earning group points. Group points
operated for two 30 minute periods daily during academic agsign-
ments. During this time the teacher aide sat at the side of the
room controlling the timer and observing all children closely.
Initially the entire group had to attend well .»u: five minute
periods for each point. This was increased to ten minutes after
the children were performing well at the five-minute level.7
If the entire group was task-oriented (using the same crlteria
as for individuals) during the time specified they received a group
point and the timer was reset for another interval. If at any
time during the interval, one or more of the children v .re not
task-oriented; the timer hands were placed back on the starting
point and not restarted until the deviant behavior was terminated.
Group points were recorded on the display board as they were
earned. When the criterfon number of points was reached the group
was taken on a trip to an activity of their choice. The total
nuzber of points necessary varied among the groups, subject to the
Q tirve that all children were on the display board., Thz number was
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fixed so that each group, if working well, had the opportunity to
earn at least one trip.

The institutior -F group points was effective in raking a
highly desirable reintorcer (trips) available while simultaneously
providing aversive control in the form of peer group pressure
against individual deviant behavior. (Patterson & Anderson, 1964)

Wnile the use of tangible reinforcers can greatly facilitate
learning and appropriate classroom behaviors it is not . e only
variable necessary for an effective token economy progranm.
Kuypers, Becker and O'Leary (1968) instituted a token program only
in an adjustment class of six third and fourth grade children.

They concluded,

"A token system is not a magical set of tools
available to the teacher concerned with im-
proving the behavior of children. The full

sct of equipment is needed to do the job right
'p. 108:."

Social Reinforcement. Contingent use of social reinforcement

has been shown to increase achievement (Stein, 1969); study be-
havior (Hall, Lund & Jackson, 1968); and appropriate classroom
behaviors (Madsen, Becker & Thomas, 1968; Thomas, Becker & Arm-
strong, 1968) among normal elementary school children.

When social ieinforcement is available, there is some evidence
vhich suggests that adult praise is aversive for “acting-out"
children (Levin and Simmons, 1962). Such researcl. shows socfal
approval or praise often has little desired effect on these
children while negative consequences such as social disapprovai

and verbal sanctions, applied to disruptive behavior by teachers
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and peers, serv: to maintain these behaviors in the education
setting., However, research evidence is accumulating which suggests
that the contingent use of teacher attention and praise can reduce
deviant behavior (Bocker, Madsen, Arnold, & Thomaa, 1967; Ward &
Baker, 1968). Social approval and attention, while not initially
desirable for some children can take on reinforcing properties

by the systematic pairing of approval and praise: with token re-
inforce.s.

In the ELP classroom, social reinforcement in the form of
attention, approval, praise, interest, and affection was paired
with token reinforcement in order to transfer stimulus control from
contrived reinforcers to those reinforcers more often available
in the regular classroom and to build up responsiveness to social
reinforcement through the process of generalization.

O'Leary (1969) reports that his research indicates children
in grades one through four can make the transition from token to
social reinforcers within three or four months without a loss of
appropriate behavior. The data presented here indicate that
this can occur even earlier.

Aversive Consequences.

The reinforcement procedures used in the trecatment satting were
§upp1emented by aversive conscquences which were applied to certain

classecs og deviant behavior. (See Appendix D)

Response Cost. Response cost is simply the removal of a re-

inforcer which has already been presented to the subject as a
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concequence of the subject's behavior. As such it functions as a
milaly aversive stimulus in controlling behavior. As a punish-
ment procedure response cost has proved extremely effective in re-
ducing responding in adult subjects (Weiner, 1962, 1963, 1964a,
19645, 1965; Siegel, Lenske, & Broen, 1969). The results indicate
zn immediate and nearly complete reduction in responding following
response cost. Respouse cost has also been shown to be effective
in reducing disruptive behaviors in a "pre-delinquent' rehabilita-
tion center (Phillips, 1968) and the classroom (McIntire, Jensen, &
Davis, 1968).

The authors previously found when response cost was introduced
following an inappropriate response there was immedi~ie suppression
of the response. However, this attenuation was accompanied by a
sharp rise in other inappropriate responses which could be described
as emotional behaviors (Walker, Mattson, Mattos, lalken & Buckley,
1967). It was mentioned at that time that these results may have
been due to the human agent involved.

W, .+80cial aggression appears to result when an individual
1s punished by another individual but not when the admin-
iscration of the punishment is directly mechanical p. 17"

Results from the use of the electronic display board in the
ELP classroom for administering response cost would substantiate
this point. Subtracting points proved extremely effective and
eliminated the neced for verbal coumments by the teather. Non~
attending and talking without raising hand and securing permission

resulted in point loss.
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Time-out. Time-out refers to "an arrangement in which the
occurrence of a response is followed by a bricf period of time in
which a variety of reinforcers are no longer available ?Patterson &
White, 1969, p. %}f' Extensive use has been made of time-out in
animal research (Leitenberg, 1965) and single subject designs
(e.g., Wolf, Birnbrawr, Williams & Lawler, 1965; Risley, 1968;
Burchard & Tyler, 1965; Wahler, 1969; McReynolds, 196%; Bostow,
1969). Most successful procedures for imp’ zmentation of time-out
with young chiidren involve:' isolating the child in a small non-
reinforcing rcom for a short period of time.

In the present study, time-out from 2 reinforcing climate was
used to consequate such behuviors as talking out, throwing objects,
out-of-seat and inappropriate verbal behavior. Uhen one of these
behaviors occurred, the child was required to go to the time-out
room adjoining the classroom. During the time a subject was
placed in the isolation room, he was unable to receive points,
attend to the class, or work on an assignment. The group reinforc-
ing clincte was immediately terminated when a subject was placed
in time-out and remained suspended until ".e re-entered the class.
When the child had spent ten minutes in the time-out room, his
timer rang and he was allowed back into the reinforcing climate
prevailing in the classroom.

The average number of times the time-out room was used per
subject in each treatment group was seven. That represents .88
times per week per child. Results from the ELP classroom sub-

stantiate those of Tyler and Brown (1967) indicating that time-out
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is especially effective in terminating deviant behaviors before
they become disruptive.

Suspension. For highly disruptive behaviors such as fighting,
leaving the building without permission, foul language and gestures,
disobedience and/or defying the teacher, creating a disturbance
during time-out, or accumulating three time-outs in one day, the
child was suspended from school for the remainder of that day or
the following one, depending on the time in which the incident
occurred. Readnission to the classroom was made contingent upon
the subject's successful completion of all regularly assigned
academic tasks at home. In additicn, all individusl points were
lost for the same period, the group reinforcing climate could not
operate during this time, and parents were instructed to prohibit
recreational activity and television viewing while the subject
was ebsent from school. Suspension was normally used one or two
times per group during the first few weeks of treatment and then
rarely, if ever, used for the remainder of treatment. The tech-
nique appeared to be quite effective in suppressing such behaviors
&8s teacher defiance, verbal abuse, fighting, and tantrum behavior.
Brown and Shields (1967) have found the ssme technique to be
successful with grades K-eight.

Classroom Schedule. During the eight-week treatment period,

there were a few significant changes in the overall academis gram,
These changes were (a) increasing output demands; (b) integration
into a regular fourth or fifth grade class for physical education

and noon recess;and (c) gradual reduction of number of points and

41
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As the eight weeks progressed, increasing demands in terms of
queantity and difficulty of tasks were placed on students, basically
due to their increased academic and behavioral skills. (See Appen=-
dix E)

The integration procedurc usually began during the fifth week
of treatment. This sometimes varied, however, depending upon
the development of the particular group. Up to this point, all
p.e. and recess activities were limited to the six pupil group,
in 1eolation from other classes. The purpose of integration was
to further work on the skills developed in the small group setting
by applying them to a total class situation. Since the students
in their regular classrooms were forced to interact within large
group settings this integration was deemed necessary.

As treatment progressed and these behaviors cane under
control of the response-reinforcement conditions operating in
the treatment setting, the frequency of reinforcement was re-
duced and the ratio between amcunt of academic production and
amount of reinforcement was gradually changed uutil the subjects
were producing large amcunta of work for small amounts of tangible
reinforcement., Reducing the amount gnd frequency of reinforcement
and shifting to a variable interval echedule near the end of
treatment was designed to facilitate the generalization and per-
sistence of treatment effects into the regular classroom settiag.
During the sixth week, in preparation for return to regular class-

roons, the maximum point total was dropped to 20, and peints were
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awnarded only three times a day, The children no longer received
points for each plece of work completed but rather received

points for completing a whole category of assignments e.g., math,
reading, etc. By the eighth week, their maximum total was reduc-
ed to 15 points. These were tabulated and put on the display board
only at the end of the day. A staging technique was again used

to phase the subjects back into the regular classroom and to

introduce untreated subjects into the special class.

Obgervation and Recording

Graduate students in education, interested in working with
exceptional children, served &as observers throughout the various
special and regular class phases. Before beginning to collect
data, each new observer was given a copy of the observation form
and manual to read and master. Once the categories were memorized
to the satisfaction of the observer, he was brought into the ob~-
servation facilities to practice taking observations. The new
observer worked with the experimenter or observer trainer during
a trial period. The authors also made a video-tape of a previous
group of subjects which was used in the training process. When
each observer felt comfortable with his coding, the trainer took
simultaneous recordings to check reliability.

Reliability was calculated by scoring each interval in temms
of whether the two observers agreed or disagreed. By the percent

agreenent method, the number of agreements was divided by the total

O
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nunber of observation intervals to obtain the reliability
coefficient. TFor an agreement to be scored in any one interval,
observers were required to agree on the behavior code {15 cate-
gories) as well as the type of agent response (8 categories) that
consequented the behavior.

In measuring rellability of an observer's recordings, no six-
ninute obcervation form was counted in which only one behavior
occurred. For example, i{f the child sat reading for six full
minutes each row would simply have one code--attention to individ-
ual work with no respunse by agent. Since many one-category
intervals occur in the special class, and they are easy to record,
it was felt their inclusion would inflate the reliability co-
efficient.

Criterion for an observer was .90 or above agreement with
the trainer for a one hour period (ten observations). In general
the training process required one week (one hour sessions per day),
Generally the new observers spent two days practicing and three
checking reliability with the trainer. The average fcr the group
of observers was 21 practice chservations prior to meceting
criterion.

It was found that weekly spot checks on reliability were
necessary to maintain inter-observer agreement. This was necessary
because the behavior of the children changed over time and with 1¢
the requirements of the observer changed,

Behaviors were recorded every 15 seconds for a six-minute

Q neriod. To determine the passage of time, interval timers were
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mounted in clipboards. it the end of each 15.-second period a
"hleep' was heard in the earphone and a light mounted in the
clipboard flashed. This was the signal for the observer to record
the behaviors and move to the next iuterval on the observation
form.

The recording form for the two year period was revised from
a form originally devleoped and tested by Ray, Shaw and Patterson
(1968). Each coding sheet provides the following information
for a six-minute period: behavior of the subject, social con-
sequence, agent supplying consequence, and description of the
classroom situation.

The rating form has 15 columrs for classroom behaviors. Twenty-four

corresponding rows represent 15-sccond intervals. The ob-

server records and then moves down a row eech time a 15-second
interval is complete. During each 15-second interval the obser-
ver records both the behavior of the subjcct and the social con-
sequences of his behavior. The observer may code more than one
subject behavior and more than one consequence during each 15-
second interval.

The description of classroo:! behaviors and agent responses
are preasnted in Figure 3. The complete manual and form are

presented in Appendix F.

- - e - -
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The observers were instructed to make ccatinuous recordings for

, the six-minute sheet. Thus 1f the child left the room or the
O
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observer was interrupted during a six-minute period, the record-
ing sheet was discarded.

Observations of the subjects were taken in the regular class-
room prior to enrollment in ELP, during treatment, and for a two-
month follow-up pericd. Patterson, Shaw and Ebner (1969) report
that obtaining between 40 and 150 minutes of observation yields
reliable data with the current form. Baseline data for each
subject consisted of a minimum of 60 minutes in the regular
classroom over a two week period.

During treatment three observe:s, recording one hour each,
obtained daily observations for all academic periods. Each ob-
server, recording behaviors for one child at a time, was instruct-
ed to begin recording with any child on a random basis. Once a
“six-minute observation tvtas complete they were to move to the next
child in seating order. This sequence was to continue for their
entire hour. Among the three observers between 21 and 30 obser-
vations were collected daily. Thus each child was observed for
approximately three to five six-minute periods daily for a total
of 18 to 30 minutes. Changes in classroom scheduling, and illness
of observers and subjects reduced the total number of observations
for the eight week period to an average total of 64 observations,
or 6.4 hours per subject.

Follow-up observations in the reguls+ classroom were obtained
bi-+seekly at random times during academic portions of the day. A
ninimum of 32 observations (192 minutes) were obtained for each child

O
[E l(:‘ during post treatment data collection in the regular classroom.
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fecults a.d Discussion

Treatmant Effer &

An analysis ¢f varience for a repeated meanucss design (Winer, 1962)
v.a3 used to znalvze the baseliac and twaatmert fdate for zll 44 experi-
mental subjcci=. Scores igi ﬁéch subject were the mea peveentazn of
appropriate beucrior predvced during baselire rudd trealmert, Each date
oint in baselinc vias hised on an ave?age-of 10. sat-miaute obserrations
taken in the regular clasecrocrm. Treotment scoresg were based on an avevefe

of A4, sy -ainute ovcervstionn takon 14 t-e experime.te! cleesroon,

Insesc iehan 2 Sbout Hete
The F ratio of 48ii.7. in 1ablic I ind'cates the interve~ticn wrocedures
in the experimenta). classrccm procdeced 2 very rowerivl treatment s7rect,
“he mean percentage of aspacpriui beuwlor for all 34 subjects 1n base-
i‘re was 4%.59. During trc-iveuc, rche mean percentay: of appropriate
T'ehavior for tle sane si3jacts was 90.20.

The treatmcni: ovagrar <)-o affectei variability in behavioral rates
across subjects, For okanple, durdng baseline the mean percent.inr of
2;wronriate behevicr variea from 20 to 67. Dwrrug treatment, it variled
from 79 to 99. T'c staale.a Geviatiénn for eaperineacel sthjrcts fa
haseline and treaimen® vere respactively 14.710 ~nd 4.59,

During the first week in the experfisert.. -lasscoom eech subjent
was pivaen the Ctanford Diagnostic Arithmetic.Test anl the Gates-McKillop
Reeuing Dlsgnostic Tegt. T™uring the last week 1n tue 2xperimentul class-
room, after two months of treatment, each subject was given an zltnuste
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form of the same test.

Insert Table 3 Ahout Fere
The F ratio in Table 3 indicates that treatment in the experimental class-s
roor substantially altered the subjecty' measured achfevement in math,
The mweat: grade equivalent scoze for all 44 subjects on the pre-test vas
3.5, Tla nean grede equivalent score for the same subjects on the
post-test was 4.5, Achievement ranged from grade level 1.5 to 5.2 on

the pre-test and from 1.5 to 6.5 on the post~test.

e P o By o

Inscert Tahle 4 About Here

- g e R e 4 - v

Inspection of Table 4 reveals that the subjecus’ measured achievemenr

in resdinpg was alse substantially changed. ‘hile the effect was nrot

25 povertul as that profvced in weth achievemrne, it was statisticaliy
vinndiicant bevond .001. The mean grade level score in reading on the
sra-test vvas 3.0, On the post-test 1t was 4.5. Meen achievement scores
=anead €rom 1.3 t3 7.5 cn the pre-test and from 1.8 to 8.6 on tha post~

teat,

Intev-Subject Replications of the Treatment Model

[

The treatwent model, consistling of the prinmary treatrent varisbles
o7 token reinforemnent, socis) reluforcement, snd avarsive control pro-
cerlnres, was appliad to eight groups of deviant subjects {n grades
three, four, five, and six over a two-year perlod. Eech of the eight
grouns provided an indenendent, inter-subject replication ox the treat-
ment tiodal,
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Insert Table 5 About Here

Tsble S presents the mean percentage of appropriate classroom behavior
in baseline and treatment conditions for each of the eight replication
groups. The mean percentage of appropriate behavior, in the baseline
condition, varied from 35.00 to 51.83 across the eight groups. During
treatment , means for the same subject groups varied from 85.33 to 93.50.
The effect of the treatment model was to increase the amount of appro-
priate classroom behavior produced across all eight replication groups.
FEzposure to the intervention procedures also s\ :stantially reduced the
anount of inter-group variability in appropriate behavior over th2 base-
line condition. During baceline, the mean diffevence between the lowest
end highest group was 16.83 percentage points; whereas during treatment,
the largest mean difference was 8.17 percentage points between groups
five and elght. Ranges for individual subjects within each group were
also reduced during treatment. For example, the greatest range during
bUaseline was 50 percentage points for suujects in group number five.
Subject three in this group averaged 25 percent appropriate behavior dur-
ing baseline. Subject six in this same group averased 75 percent appre-
priate behavior for the same period. One reason for the large rance
anong subjects in the mean percentage of appropriate behavior produced
in baseline can be attributed to the topogpraphy of the behavior for ‘thich
different subjects were reterred. For example, some childrea produced
relatively high rates of appropriate behavior in their classrooms.
However they were referred primarily hecause of acting-out hehaviors

that occurred at a low frequency. These behaviors included teager

O

ERIC 49

Aruitoxt provided by Eic:



tantrums, teacher defiance, Fighting, nonesmnliance, and disrunting the
classrtocn, Other children referr2d to the projzct rarely engaged in the
"igh intensitv behaviors listed abovae, Hewaver, they produced high
ratas of nor-study behavior szuch az roisy, vaver-ri ~icund .tha goarn.
aot=attending and peer initiasion.

Tha largest range for subjects during treatment was 12 percentage
points in group number one., Thus, 2n additional effect of freatment tras
to increase the within group's howogeneity in amount c¢f appropriate class--
zoom bohavior pwoduced.

The reans for groups numhar one ard five rcflect thz pracess of
criining the exparimental cinssroom teacher in b2navior modification and
classrorm managenment techniques, Greup numbey one s the fivst of ELU"
svoups rotated through the exnerimental clasaroom fer a two month period
duripg (he 196%-h9 academic sheool year. Similarly preup nwmber five 1s
the first of four groups rotated thrcugh the ecxnparimental classroom dur-
Znz the 1069--7) school year., [wo different tcachars were used duvring
<he tva school years. Meither teacher had applied expevience in behawicr:
me-l{fication techniques., Thus, both teachers were trained nn the first.
group of subjeats, grouprs onz and flve, that were rotatad through the
«xperirernial ciassvoom furing each academie yo2ar, Ta Table 5 the lovest
m2.ns are for grouss cre and five, Mosever the difference Letween thzse
moane aud the cowbined ticateent mezns of $0.4% for 231 eigat groups 1«
a~allgidble.  Tlewvs, the "ecet’ of training each veasher tn eifective

apniicatien of the treztment nodel vas very small,
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Incert Table 6 About dere
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Tatle 6 presents the mean pre-test and post-test grade equivalent
scoras on the Stanford Plagnostic Arithmetic Test for cach treatment
aroup. The effectiveness of the treatment model in increasiag meacured
achievement in math is replicated across the eight groups. The lzrgest
mean galn of one year and eight months was produzed with evnerimental
aroun number six. The smallest mean gains of approximately six-montis
were produced for experimental groups two and five.

Unlike appronriate classroom behavior, application cf the treatment
nodel did rot reduce the amount of Inter~group variability in measured
azhievemsat in math. There was an antual increase in this variability
dnsing trectment. During baseline, the difference batween the means
for the highest and lowest groups was 8.3 meaths. During treatment, tha
differenc? was one year and 4.4 nonths. Although th: treatment model
produced suhstantial increases in arhinvement acvoss the eight grouns,
the effect vas much less reliable than for appropriate hehavior. This
resuit suggests a less than perfect corrcelation brtwzan appropriate
behavior and weasured achievenent.

This rasult also suggests thot academic achfevement, as meesured Ny
standardized tests, 1s much less sensitive to the zpplication of traac-
rent varjinbles than is appropriate classroon behavior. In & study by
Walzer, ifattsos, and Luckley (1°62), in wvhich ottendinre behavior was tha
denepdent varisble, the systematic withdrawal and refntroduction of te'cen
reinforcerent, social reinforcement, ond aversive coatrnl procedures

suedue~d diflerentlal effects in amount of appropriate behavior recorded

(€)
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durine experimental and control phases. This dependent measure thus
praved very sensitive to rmanipulation of independent treatment variables.
Tn addition repeated measures of carefully defined classroom behaviors,
such as attending, by trained observers provide a much more reliable

and stable estimate of performance than standardized achievenent tests
that sarple one unit of behavior at fixed polnts in time.

Another factor that could account for the increased variability in
achiievoment is the complexity of the behavior involved. A number of
spectiflc skills are subsumed under the tern "academic achicveme..t'.
Froficiency in these skills would tend to vary greatly across individual
subjects. It i3 possible the treatrznt model had a substantial impact
uypon certain classes of these skills and only miqimal impact upon other
zl13ses. Thus the distribution of a subjeci'n proficiency on these skil’s,
upon enterfng treatrent, could mediate the iujact of the treatment medel
In {mproving his measured academic achievement. Tnspection of Table 5
taveals scme overlapping of ihe lower end of the pre-test and post-test
rangas. For groups four and five, the lcwer end of the ranges are exactly
the same, This indicetcs that the treatment nndel had absolutely to
effect upon the measured, math achievement of one subject in each of these
groups. Since the treatment model was applied uniforaly ecvoss subjscts;
it 13 possible tha treatment model's effect upon thesz subjects' achieve-
ment was mediated by their irnitial skill leveis. Some subjects referrcd
to the profect for treatment were so deficient in basic skills areas that
they could not tell time, did not know the alphabetr, could not do sirmrle

addttion or subtraction, and dfd not kno+ the rultiplication tables.

Q 52

RIC

Aruitoxt provided by Eic:



e—
T AT WD T = % - N

—

)

+53~

Mer;” nf theae subfects imovovad in these arzas during treatment. ‘lownver,
the chang2s ware not poverful encugh to be reflecrsd on 2 standardized

schlevenent test,

. o 1 - s A e i et A 8 s S W N S

Insert Tavle 7 Ahout Hare

wehla 7 sresents the n2aa pre—test and post-test grade equivalent
scores ~n the Gates-McKillop Resding Plagnostic Teost. Tn eontrast o
math asiifavemant, the inter-grecnp varizhility in realing achievement
wae £lightly areater on the pre-tast than the post-iagt. The lergest
mesr Aifference betwecn the eight gronps on the pre-tast¢ *vac one vear
znd 9.3~months ot the post-test, 1t 'ras on2 yrar and 8.7-months.

2 snmallest mean gain in reading achieverzni vas 2.4-months Fox
expeyimental group efght., The largest mean ez2in was one year and 6.3
nonthe Tor experimental qroup one. This coxpries to sig 'onths forr
five end one year ond eight ranthr fox group eix in nati

groupg tiro aud

achlavenr.-t,

Chauges i Academdc Pates

Rete. per minute was usad to reniter and vecord subjects' perform=nca
on cuek acadenlce activities as oral reading retz, rate cscrect or mmizi-
~)icatinon £1lash cards, and r.te ccrtect on Lacic mach facts.

Daily records showed substenticl chanles iu rvetes of these teheviirs
coring the treatmert perind. Because of (he sheevr enount of data in--
volved, th2 difficulties associated with sumtarizing such data and th:
costs of reproduction. thesa data ave nsat included in tha final repo-t.

Lowevey, coples <Jil be furnighed to the reader upcn reanest,
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“n a?ii~zlon to chenges that treatment preduc~d in the proporticn of
.ivz subjects engaged in aporoprizte clasarnom benavlier, the experimenters
warz Zuternsicz] in the erflect of thle treatment model unon individual
classes of hohavior befween baseline andd treatment conditions., 0'Lezvr
and Drebman {"270) diescnuss this lssue in reltatien fo studies reoerted in
the litevatnre. They argue that changes in individval behaviors i,
token syntems 1rve of experimental interest and thet simply roporting oa
overall rpercentaga of rime gpant in appropriate behavior macks these
changes., “"fhoe feequencies of individual n~lasses ox suhcatagories of
heheardior have usually net heen recerted...'" They further state thac
"...in tho token studies, such data does not svis%, rnd on2 can o»ly

'

specvlate ahout such behaviot chenges [p. 157

Iusext Tabtle € !dout Harxe

Tabie & pvesents tre zverane rate ver rdnute cf the 44 subjects on seve-,
jadividual hehavloers dering baseling and trectwzat. The sever brhaviors
are lictel ac: nolsy, ~apresszive, non-atcendi~g, peer initiation,
initiating to ocer, sovement, and ingppropriate task. With the ewceptio
of nou—atitendiu, these behasiors had very lov baselive rates. However,
the treatnent redel vas very oifective in dertlerating these low bose
vate bekaviorc. for erxzwpie, peec jvitiation and initiatinon ts reer were
decelevated from ratec of anpvoximately five andt 8ix respons23 every e
winutes Lo rates of four respoases every thousind mirutec. A)thouph chancos
ia th2se two Yehaviors were the most drematic, nofsv, aggressive. rcp-—
attendivg, novenment, and inappropriate task showed eirllar deereases

in ra2te par minute.

R e e S ——

O

ERIC 54

Aruitoxt provided by Eic:



-53-

Nin-atteonding had the nighes: baseline vate of sov of thn seven
inxorronviate Lehaviovs. Tn baeeline, 1its averag: rate across 44 subjects
was apsroxirataly onn and a hal? responses per minute, Turing ireatmeni,
im2 rate vars veduced to approrimately one non-att:nding event per two-
miaute time period. As defined In the ohservatica scliedulia, all thesco
hhaviors are drcompatible with study behavioy. Thuas, reducing the rateo
of these bebaviors nvovides the necessary sctting events for building in

and reinforcing behaviors that are compatible with lesrnirs and suceczziul

acadamic perfervance. The treatmant rwodel was deslgnad to veaken bdetavions

that actively compet2 with learnin an? perfermance and to simultaneovsly
strenathen behaviors that factlitate thase processes. FResults of the

stndy indicate that this effect was produced in the exrerinental class

thel the ivtexvention procedures wewz very effraiive {n preducing behavrior
chanre 2nd In modifying Aeviant classroem behavicr. These data, hevuav:r,
do nut previde informazion ahout vwhich components of the treatnment model
+1ers instvumental in producirg the behavior churre. It 13 possiblie, for
examnle, that only one or two variahices agccourt for the m2jer portien ot
variance 1n the treaimzat outcome(s). It 1s 21sa conceiveble thae the
behavier change desenls vpon the interaction of o reries cf these vaw-
fahies or that the chauge 1s éne to other than treatmant variables such

as stimild specific to the treo:tmeut setting. (reachar-student vorlos,

individ:*at sttenuion, teacher skill, special meterinals, novel stimulatier.
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or change in settings}. The specification, control, and evaluation of

all varisbles that could possibly affect treatment outcome{s) in an
applied setting would be practically impossible. Howzyer, it is poss~
ible to specify those variables that have bcen manipulated in the treat-
ment process and vhich can logically be assumed to have a causal re-
lationship to treatment outcome. A probe technique was used to evaluate
the effects of three treatment model components upon the academic and
social behavior of a group of five subjects. This experiment was con-
ducted during the 1967-68 academic school year and was desipned to provid~
data on the influence or weight of a series of independent treatment
variables upon the dependent variable of attending behavior. The

specific question to be investigated was the extent to vhich these
variables controlled or accounted for variance in behavioral rates.

The results of this experiment are only summarized here., Complete details
of the experiment ave contained in the interim report: U. S, 0. E.

Grant #0EG 4-6-061308-057)1 Assessment and Treatment of Deviant Behavior,

Bureau of Education for the Handicapped, 1968,

- e o B e o e B et o B

Figure 4 contains the results of ~n experiment which evaluated the
components of token reinforcement, social reinforcenent, and aversive
controls in the control of behavior in a special class setting. The
data in Phase 1 record the performance of the subjects with all
controls operating. This phase lasted until the behavior of all
subjects stablilized at high rates. DNuring Phase II all token rein-
forcement dispensed through both individual and group reinforcing

climates, was withdrawn. This procedure had very little effect upon

O
[E l(:‘ﬂffonﬂinv hehaviar of suhiects one, three, and four. It had on
P o v -
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initially substantial impact on subject tvo's behavior and a very

dramatic irmpaet on the hebavior of subject five. Ilowever, the hehavior
of both subjects returned to ixs original level after scveral days znd
remainzd there until Phase I was terminated. Token reilnforcement wa:

reintroduced duriug an intervening reinstatement phsse designed to retu:

Lhe behzvior to its oripinal, preintervention levnl of stehility.
During thase 111, all social reinforcement was controlled within
the classroom environment. The effects of the withdrawal of this rom-
poven: "77re nct immediatnly refiected wiilhin the dataj; pecbaps hzcausa
it took the subjects zome tine to discover that the social reinfovcemert
had, i{n fact, been withdra-m. 'the withdrawal produced a marked in~-
crease 1la the voriability of the behavior of 211 subjects, indicetin:
tha: this varisble exarcised powerful contrel over the suhjects' attend-
ing behavior. This ylase was terninated a2t the end of two weeks vhan
it hecane o>vious that the subjects' hehaviny was not going to rctuis
to its ariginal level or stability {as in Phasz I) vith this variabla
vithdwam., Whea soctal reinforcement was reinstated, the attendiag
hebavior of 11 eubjects imnediatelv returned to its original ievel of
stebility and remained thiere uniil the heginning 0f Phase IV vhere 211
aversive controls were vithdran. The removal of time-aut ond sucnen-
sion, as aversive con!+wols, had diffecential effecic upon the subjectr’
Lehavior, Suhiect thiee's attendiny tchavior was znuarently not unie: '
the control of these aveveiva stiwmulil. Tn Zat, his behavior durine
this periog va: sliphtly mor2 stsble than at arv other time devirng thu

experinars. Though alightly less pronounced thun the effect of rvemoving

o o7
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soclal ceinfoveemsat, che withdravel of sl cversive corntrols indicated
hat these components accounted for large amnunis -f srarviatcz in be-
havioral rates and were very =ffective in contreliiag thn Hehavior of
subjects in this experiment. The sversive contrels vere reinstated

after a two-veek pariod and tha experimart was terminaked at this pofut.
The rapaivd2v of the treauwmant pr cicd ecnsisted of prevaring thz cub§en -
for full-tim=z entry into the rzgular classvoon.

Insevrt Table ¢ Abouc Yere

Toble © comtsine *the nmaan scores ~nd srondard deviations for tha
group of cubjecis during each cxper’rental nhasze. Although sliechily
rove varlahle follaving exnerimental intervantion, k=2 behavior of =11
subicers ras vary stable during Phoses T and V. The group's attendiur
behaviar 7138 most veftpble Adurirgs Phase 1/ nd Jorast, 1 terms of maan
score, auving Phase TIX. This inter-~subject vsrieb{ljty, Fowever. {ia
very micleaadiag vhea vaad 0 evaluata the el’facts of exnerimertal inter
vintien, Tha fntar-svhiect vaviebilicy in Phaxee 11, 1JT and IV ie
sprroximarelr the zanc; 1t Fievre 4 indvcates thet verv [ifferentia’

effects vave sroduced In the awhieats' Lnir-eublect vacriadility foller-

ipg “sitiararal of the respeetive coracnents. The ~rithd-cwal of Loken
reinfoicament hed - arv Jittlr eflcot uron tha cuhlects' hehavinr,  The
variance in the data -v~s attributshin o zha bebhrvinr of aaly tvo
stbjects. The dataz In Thane T1I shov the saue Jacer-subtaet verlahiliity
a5 tonose in Yhase 1T: yot insnection of Fievea 4 indfeate- “™a* the ini. -
cubiecs varferility of theac szama “ats elearly satzbidches soclel re-
infercerent as the most potent corponent o the treatment 13del in

@ ontrolling a*ttending behavior.
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The effects of withdrawing token reinforcement w.r~ ratber nn:o

Token reinforcement was apperantly exercisin:, nuch wveaker control cver
the secinl and academic teliaviors of the cihiects, 2t this point in

the erperim~nt, chan the authors had estimated. Tf all token reinforac--
meﬁt had bhecn vithdrewn during the initial stages of treatuent, the
authare suepect its effect unon the subjects' behzvior would have bheen
much mere mathed. The subjects' appropriate behavior was apparertly
mder the con“rol of such ‘ntrinsic reinforcevs as zcademie success,
soclal approval, indivicual atteattor, task mastery, and pcsitive “eer-
hack by the time token relnfor:ement was rencvead.

The data appery to be in direct contrast to the evidence provided
hy Levin and Simmons (1762a) sw.hich suggeet:s tnot aduit pralsa 444 nei
axaraice control over the Lchavior of fif! :pa emotionally disturhad
inales Letvean tha agns of 7.2 and 11.9. A second study, Levin ané Giwe.s
{1¢62b), vhich alternated food rz2inforcement and cocial rainforvcemant
a1 eucersaive trials, indicater tlal praisce sovved 3o an aversive
stimuivs ratier than e a nositive refnforcer “er these nubiacts,

Predoin os wall as exprescions of positive 214 napative feedbach, arpro-
val, rttenticn, aflecticn, and interest by tie teacher werz concvslled

in Tbe~e 111 of the present studw, These srimli wet enis 2npeared to
ha non--~vernive foxr thesn sulijects, thov vere, in fact, hiahly 10~
‘nicredng and Loactionid oo very precrind comtveis of thelry avpropriate
coclzl and acadnnic hehaviora., This recult is consisteny with the "“Ir -
ings of cthov experiwenters in thz field tho have vaed cteclal velrforer -
nent effectivaly in contiolling nuth the soudisL ane academic %izhaviens

af chil?venr, in the clessrenm, laberatory, acd clinic setring {Aller
O
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Hart, suvell, larris, Wold, 1964; Harvis, Johnsten, Follav, Wolf, I1706-
darr? o, Wold, Brer, 189C4; Recler, Mzdsen., Awmn2id. Thonas, 1567; Rall
ond Rrodan, 1057; Nall, Lund, Jsckseon, 1805 Thowes. Rocker, Avmsirong.

-

iMehd=a7l from a veliavouc'=a oliramn corélrnrarnt wngr tha tuoiun

of rfevian: v inapnropriate behavior is a fovia of punishment hich was
most aeffaciiva In controlling ard medifvirn this class of hehesvior i tha
experinent.  This techaiour nct only decraases the probaullity thar
thesm daviant Yehaviors 7111 occur (its withdravial ineveas2d this prub-
2bility  dnsivs the erpavilineal’), It cevminates disrvotive, devient
bhehaviors vevry rapidly. As a result, the systematie anplication of
time~nut can frnction as a vevy poavwerful lo~rifag wul zontrol devlee U
¢l ecvanm sactinge providad that the cliinz2 of rhese nlascrooms is
reirlovnlam,

This exnerirmept provided only a gross «vzluatfon of the treitmens
rodei e components. 1% zhould be carefully renlicated befcore itn
vesulte nce penerclizad and anplied to the respoansa clase of actie;-out.
dajsruntive behgvior in childven. Tn addit?!sn. such dichotonies a3z indi~-
vidual versus group refnforeirg climates and (ime-~n vercus sucvension
may produce dffferential effects “a the con"r»l pnd matifdecatinpg ~F
veheviar.  The interantisn between varions corhinotinas of these vartan. =
ray ~laa Ha i eruclal vactay in produczing hebovier chanea.  Additicnal
~xreriments 111 have s evalusie these fateractions before the fun-
ctionai relctionshirs vhich exist betweesn “rhavieral and tveutrent

weriphieos are nlearly established and precicely desavibed.
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[1*
P

i=

fopllcation of the tresimeat model to tha wLrhevier of 44 subject:
aVer a two yvear peviod nroduced nersnriblic ehwiczs in appropelace cias: -
¢ om behavior, math achievermsnt, and reading achiasvemest. Thesa cifecie
reve repiicared «n alght prouns of =ubjects voiaisd througl. the exper-

1mans L ociacn setting duviug 2 oy ponth pevicd. Thres cerrmoanents of

orceweni. 4nd

tn

e tr2acmen ' medel, tcken reinfcvearant, social r:lia
aversive controls wers evzluated in terms of rheir efficieer ov novean
in 2cromtlis fov variance in social and acaden o bzh:vwier. Reouite dge-
dlratad ¢het rocinl reinforeraut exze:l::d ite graisgest centrol over the
st fants T beraviir vhile sversive noaryels wara cllshtly less el [ective

i cenZralling the samz behavior. After five ... 0 irscirentt v

Taboneo o ety 2T paa L Rroeaar A wanioh oo vt inoo, carior oad
Sl Tl A f el T s Shdnek s ad A g S Broh, Ton ritldeet an
col - cetuEanghan 4 cvndvend eaL e o sdpan. T T edmtden of (e

cuniects ' o veading hehavl oo

O
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This research was supported by a grant from the U.S. Office of
Lducation, Division of Research, Bureau of Handicapped Children
and Youth. U. S. 0. E. Grant #0EG 4-6-061308-0571 Assessment
and Treatment of Deviant Behavior in Children.

Four subjects moved from the school district cither during or
immediately following treatment and thus wer2 not included in
data analysers.

In a small number of cases the chiild's hehaviox had been so
aversive to the regular classroom teacher that he or she re-~
fused to allow the child beck fnto tha classroom at the end of
the day. In addition, the third graders normally were dismisscd
earlier at their elementary schools so there was not enough

time for them to return to their classes following the

special class.

The authors have found that not only do consequences fon posi-
tive bchavior occur at a low rate but conieditences for inappro-
priate behaviors occur vary infrequently as well in most class-~
rooms. Even among teachers vho are doing a good job in the
classroon, there is a relvctance to do ary move than ‘'varn’

or reprimand the child despite the data indicating the incffec-
tiveness of verbal reprimands (e.g., O'Leary, 1970). A
posaible suggestion for this is that the teache: is often pun-
ished by the child for applying sanctions. The child may

shout conments, stick his tongue out, etc., leaving the teach-r
little recourse but to ignore the behavior. In our classroom
any of these behaviors resulted in additional point loss. Thus
the children quickly learned to inhibit the behavior. It is
important, however, that the teacher remain neutral {i. her
facial expression. The children quickly pick up when the teacher
15 angry end are reinforced for 'bugging the teacher."

From subject comments it can be assuwed that none of the chili-
ren learned the code categoriecs. Subject comments also indic-
ated they "liked" the idea of teachers having theilr behavicrs
counted too, and would report whether the teacher had a "good"
or "bad" day (often incorrectly) on the basis of the numbar

of tally marks.

The schedule was changed from a variable {intetval to a fixed
interval during week three since it was easfer to allot time
periods for the teacher. In actual practice it becones a VI
schedule because the tvacher fits the schedule to her academic
work and thus randomly over- and under-shoots the exact time.
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The small time interval required for earning a point was
because of the rigid definition applied to attending behavior
by the authors. If any child looked up from his paper or
stopped working it was considered nou-attending.
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Varizble Interval Schedules for Levels of

TABLE I

Attending in i(he ELP Classrcon

Vi 3

VI 4 VI 5 VI 6 VI 7 Vi 8 VI ¢ VI 10
7 a 9 7 11 7 11
8 9 8 9 12 6 8
1 6 6 5 10 8 7
6 7 4 6 7 13 10
4 5 3 4 5 10 14
2 4 7 10 8 11 13
3 3 10 11 6 12 9
5 2 5 8 9 9 12
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Takle 2

Summary of the Repeated Measures Analysis of
Variance of Baseline, and Treatment Scores

Source SS df MS ¥F____
Total 54,522 87

Subjects 4,520 43

Treatments 45,955 1 45,955 488,21 <001
Error 4,047 43 94.13
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Table 3

Surmary of the Repeated Measures Analysis

cf Varisuce of Pre~-Treatuwent and

Post-1reatnent Achicvement Scoves in Math

Source

SS daf MS I3 P
Total 19,824 87
Subjeixs 7,156 43
Treatments 2,384 1 2,384 79.73 J.001
Error 1,284 43 29.86
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Table 4

Summary of the Reprated Measures Analysis of
Variance of Tie-Treztnient and
Post-Troatment Achiecvement Scores in Reading

Source §§ af MS F P N
Total 27,946 87
Subjects 22,286 43
Ireatments 1,745 1 1,746 19.18  {.00s
Error 3,914 43 91
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Table 8

Ratc Changes 1n Tandividual Behaviors
Between Raseline and Treatment
Gonditiont for All 44 Suhjects

Individual Behavior | Ny [ Ag { Ma | PL_ | Ip | Mo | iw

Baseline rate .15 .02 ,1.39 .57 {.63 e .13

Treatment Rate .003 {001 .49 1,004 |.004 | .06 01
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Flg. 1

Fig. 3

Fig. 4

Figure Captions

Schematic Diagram of Treatment setting includlng outline of

of child's desk for work to be completed (1); completed work to
be corrented (2); corrected work - points assigned (3}; and
individual timers (4).

. Sample Copy of Dally Assignment Sheet for ELP Subjects

Descriptions of Codes Used for Observation in All Phases of
the Dngireered Learning Proj..t.

Exparimental Analysis of the Effects of Three Treatment
Variables Upon the Task~Oriented Behavicr of Deviant
Subjects in Grades 4, 5, & 6.
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Name ‘Lﬁﬂ,

Math

1. Flashcards :aJdQ, 1&,
2, Worksheets:# 734

3, Mathbook Zf,‘y M—f

p- 308 rew10
Read i
Hegge, Kirk & Kirk Drill
#:/3
Palo Alt,o:"loﬁ. $-10
Sullivan :#; P£Ye. 55-43 f.f‘/ﬁc
o Lo in Reads

o .
Chlll ,i;EF] .
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Spelling
Study Words s eonvde B Toren
Test

Language
Dr. Spello:pss. 23303/ ()

Ditto: #

Penmanship
Pages: 2,3
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Clasaroos Pehaviors

MY (notsv): Cfoded whenever the =ubiect s talvtng loudlv, velling, or making ot..er delihberate,
inanoronriate noise (such ss hanaing “noks or scraping chair hack and forth) which §s actually
or potentiallv diaruotive to others.

AG (sgeression): sctusl or sttemnted phvsical abuse of another. e.®., John hies B{ll or Jnhn sterts
to hit B4ll ant (s stopped hy the teacher. This included pushing, shoving, threatening, hossv.

NA (not attendinz): Suhject {s ot attending to his vork or to & leason befus taught, etc.: msv be
looking out tha windiw vatching the obaerver ot other children, drawing whan he {s supposed to
be watching tascher demonntrate arithmetic, leaning dovn to tie his mhoe, turning in his chatr.

PT (pear ‘Inftistion): Peer tslks to, pokss or {n some wav trvs far attention of 5.
IP (nitfscion to paer): § talkn to, ot in some wav trvs for attention of veer.

M0 (mavement around room): Ccded whenever auhfect {a moving around room (other than times when entire
group {a moving, as in transition Perfods): ohserver need not try to decide whether each move-
went {8 appropriate or {nappropriate: t'ast queation {s better decided hv comparing rate oF
movemant across aubjects.

¥ (fn.. ropriate task): Work on task not sasigned or mpecified bv tescher for that time.

NO (ap.:opriste group hehavior or normative behavior): Coded whenever the suhject's behavior 18 task-
diracted activity which (s appropriste for that cime snd situstion. Tneluded would he )iaten-
{ng to tha teacher explain & lesnon, wafnting during sn are class, singink with others during
miic, lining up with the reat of the class to %0 out for recess, etc. The ohserver ahould take
car2 not to {nclude any behavior which might be more appropriatelv characterized as recitation.

wx (work): A child may ba engaged in appropriate xroup activity but not workink e.f., otaerve 8
movie. Work means at desk on scadenic projacta. ™ust work on teacher sssigned task. Record
vhen engaged {n resding, writinx, erithmetic, banic skills.

K% (racices): Coded whenever aublect recites, arsvers a teacher's cuestions, reads out loud, givas
s apeech, or performs before the clasa.

™ (voluntearn): Coded vhenaver subject raises his hand or {n mome other manner {ndicates a dsafre
to recite or do wvhatever elae tha iescher may havs asked for, e.8., aomeone to Pick Up papers:
may ba aither {n & clasa dlacusalon or {n a small group.

TI (teachar fnitfetion): Coded when the teacher "calls on" the aubject or comes to hism deak or
activity earee to epaak to him; chis intaraction muat he {nit{ated by the teachar and not ha
8 Tesponas to an {nftiation by the eudfect.

TIT (tnfefseion to teachar): Codad when the aubject fndicates that he wants some attention from the
taachar; ha mav r his hend, apesk or go to her: thim hehavior {a 4ifferenttated from "volun-
teer” {n that the aubtect's {nftietion to tha teacher {8 not {n conjunction with clasa discumaion,
sroup atudy, or recfting.

Agent Rasponsea

0 (no raaponsa): Coded when no reaponse from teschar, Peers, or chsarver follova 8 hehavior. Thera
may be no response bacause t*e behavior does not demand one or becsuse tha auhfect fe being
ignored, the observer should note thias at the atde rather than attempt to coda the teavonne
say differently).

A (attentfon): Coded vhenaver tha egent 1{stesa to or locks at tha behaving audbjact: thia {e a neutral
kind of raeponas vith no obvious sporoval or disapproval {n the sttending resvonaa.

? (prafea): Codad vhen tha aublact Teceives prates or epprovsl from an agent: mav ks varbal hehevior
or cenafst of gantures, a.f., snilen, heed node, epplausa.

C (complience): Coded vhen auhjoct complies vith a command from snother.

NC (non-complianca): fodnd vhen subjact 2oes not comply with ¢ command from gaother. Yefthar € ot
NC wil] prohadly ba usad vary often: {f thav ara, thav will orohahly ha ressonaes of the aubject
to TI.

PR ¢ or - (physical contact positive or neative): Posftiva phesical contect would tnclude such bahav-
fors a8 hups, Pats on the hack: netative vhysical contact vould tnclude exhressive hahgviore from
&n agent such sa hiteing, scenkiap, ete.

D (dfasrnraval): (oded vhen a avhiact hahevior {a folloved he varhal or sestural d{ssosrovel from an
agent: exawles night ha frovning, neretive head noda, “vou ahouldn’: hava dona that,” etec.
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Appendices

Recording Sheets fér Subject Eehavior
Recording Sheets for Teacher Behavior
Academlc Assignment Sheet

Behavioral Program

Classroom Schedule

Observation Manual and Form
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Deviant Response
Recora Form

Behavior of Child

1. Not attending to task (failure to begin work when light extinguished)
2. Talking

3. Unauthorized walking or standing

4, Throwing objects

5. bolsobedience and/or defying teacher

6, Fighting

7. Leaving buiiding without permission

8. Foul language, lewd gestures

9. Creating disturbsnce in T.0. or refusing to enter

19. Other

Teacher Response

C - Cost
T.0, - Time Qut

S -~ Suspension

Behevior of Child Following Consequence

1 - 10. /Same as above)
11. Appropriate behavior

12, Pouting or crying

85
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POINT RECORD FORM
(Veeks 6-8)

Name of Child Date

Weeks 6-7: (L0 pts. maﬁimum) Give 3 times daily - 9:20-10:30 red marks;
10:30-12:10 blue marks; 12:10-1:40 green marks,
Veek 8: (15 pts. maximum) - Give once daily.

POSITIVE
1. Completed Assignment ( 2) Math
(vk 6-7 +1 1f 100%) T (+1) Reading
(+1) Language
(+1) Writing
__(#1) other sub-total
2. Attended to task (+1) 9:20 - 9:55
(+1) 10:30 ~ 11:00
(+1) 11:00 - 11:35
(+1) 11:35 - 12:190
(+1) 1:00 - 1:40 sub-total
3. Entered classroom (+1) 8:20 i
appropriately (+1) After P.E. !
{+1) 12:30 sub-total i
4. Exhibited soctally appro- (+1)
priate behavior. (Can (+1) f
apply to specific programs (+1) :
and other) (+1) :
(+1) sub-total :
TOTAL POINTS EFARMED 5
NEGATIVE

1. ifot attending -1) 9:20~9:55
-1) 9:55-10:30
(-1) 10:30-11:0N
(~1) 11:00-11:35
(-1) 1:00-1:45 sub-total

N

2. Other inappropriate (
behaviors (specify) (

N Nt

|
|

___ sub-total

TOTAL POINTS LOST
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Appendix B

Record of Teacher Behaviors

Name T. P. T. I.

Date:

3 .- 5 card on child's desk.
T. P. = Teacher praise
T. I. = Teacher initiation

j P. I. = Pupil initiation to teacher

5 30
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Appendix D

Program for Altering Classroom Behaviovr |
ELP Exyperimental Class

I. Reinforcement

A. Individual bacis -
1. Appropriate student behavior
-raising hand
-remaining in sezt and not talking ;
-beginning work without talking upon enteiing classroon
~walking in hall appropriately

2. Acadenic - ;
~task-oriented |
-completion of task !
-correct answvers on assignments ;
~neatness cf paper
~{completion yithin time interval)

B. Group reinforcement
1. Clock timer will be set at p. :selected time intorvals each
day provided all S's are present in the classroom area and
are engaged in task-oriented behavior. (If any S's are
out of the room for individual work, testing or teacher
errands, clock may still operate.)

2. A group payoff will be instituted when the group accumulates !
a pre-selected numb2r of points,

II. Stinulus Consejuences of Deviant Operanfs %

A. Loss of points
1. then behavior is inappropriate the S'e light on the display
board will go out. If the S does not modify his behavior
within 10 seconds he will start losing points at the rate
of one per minute. If the § has lost all points earned
for the day and still has not modified his behavior he should
be placed in time-out.

2. behaviors vhich result in loss of points:

a., Not attending to task:
-Looking at or manipulating a stimulus object not connccted
with assignment for wore than 60 continuous seconds.
-Laying head on desk so assignment cannot be seen.
~Moving cheir away from desk or leaning back so assign-
nment cannot be seen.
For the two preceding behaviors the light should be
extingulshed immediately.

b, Responding without raising hand and securing permissica.

ERIC 92
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Immediate exclusion from the clas¢room area for 10 minutes
(minimum) for the following operants: (8§ decides when he

will return to the classroom area. If he decides to stay in

it will count as second time out. The S is not allowed to work

on any assignment during time-out but must complete assignments
during day.)

1, Talking to peer 4. Refusal to work after pts.
to zero
2. Unanthorized ste-ding
or walking 5. Inappropriate physical initiations

(punching, poking, tripping, etc.)
3. Throwing objects

6. Other, non-tolerated operants
falling vithin this class of
behaviors

C. Immediate removal from ELP building for the following behaviors -

(If expelled during a.m. the § will stay out for the remainder
of the day and return the folloving worning. If expelled during
p.m. will remair home the following day.) Homework required.

1. Disobediance and/or 4. TFoul language, lewd gestures
defying teacher

2, Fighting 5. Creating a disturbance during

isolation period (time-out)
3. Leaving building

without permission

Behaviors to be ignored-

-asking for help without railsing hand
-irrelevant questions

~-tapping pencils (inless disturbing class)
-pouting and crying-(see IIA for not working)
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Appendix E

ELP CLASSROOMN SCHEDULE

Week 1.

Week 2.

Week 3.

Week 4
and 5

Week 6

Week 7

Week 8

Veek 9

All students on individual timers or work box. Begin with VI
they can operate under based on observations during baseline and
Day 1. Maximum should be VI 7 to begin. If interval is tco
large, cut back. Once a child has reached criterion of VI 10
tcaedule in one day (not necessarily consecutive) he may tegin
receiving points on the display board. Prior to that time he
uses the pink sheets, This would be continued into week 2 if

necessary. Cost held down to make environment reinforcing.
Maximum 25 points during weeks 1-5.

Use display board on CRF for academic and VI 10 for task atter’{ng.
All Ss should be on display board. Any Ss vhose behavior dnes not
quality him for the display board should receive only one-half
points until he is on display board. (12% pts. maximum,)

Schedule for attending points weeks 3-5.

FI1:20 9:20-9:40 11:20-11:40
9:40-10:00 11:40-12:10
10:00-10: 30 1:00-1:20
11:00-11:20 1:20-1:40

Start group points as soon as all Ss are on dissplay board.

Continue as in week 3. Behavior should be 3,33 plus on task-
oriented (based on "WK" and '"NO" categories - periods of over 2
minutes “TI" should not be counted but another observation used),

A, If hehavior of all children 3.33+ in task attending reduce
points to specified time blocks, e.g., 9:20-10:30; 10:30-12:10;
1:00-1:45. Points earned for academic and social behavior
given at these 3 t’'mes only. Points subtracted at this tire
also. Maximum 20 points for weels 5-6.

Schedule for attending points weeks 6-8.

FI:;30 9:20-9:55 11:00-11:35
9:55-10:30 11:35-12:10
10:30-11:00 1:00-1:45

C.ntinue as In week 6.

Display board on but no points given or subtracted until end of
day. Polints at end of day based on checklist during day. Maxi-
rrm 15 points per day.

2 trensferred on llonday

2 trancferred on Wednesday
2 transferred on Friday
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Appendix F

Re~programing Project
Oregon Research Inct. F
September, 1968 H

OBSERVATION IN THE SCHOOL: DESCRIPTIOMN OF A CODING FORM

R.S. Ray, D.A. Shaw, G. R. Patterson

The following 1s a trial-and-error refinement of a school observation
tachnique used by the project's observers during the past year. It is a
method of “charactarizing" school situations for a given child in such a

way as to facilitate understanding the determinants and consequences of

social behaviors as well as the relationship of those behaviors to the

classroon setting.

Each coding sheet represents six minutes of behavior for a given

subject. The ''deviant' child may be compared to his "normal" peer by

alternating the two as subjects cf observation. (We conventienally

observe the 'deviant" child for 12 minutes (2 coding sheets) and then

select a "nnrmal” peer at random to observe for 6 minutes (1 coding sheet)

before returning to the "deviant'' child). EBach coding sheet provides the

foliowing information: behavior of the subject, social consequence, agent

supplying consequence, and description of the classroom situativn.

The rating form is set up as a grid. Each horizontal line in the

grid represents a fifteen-second time interval. The grid 1s divided into

twvo-minute '‘chunks" simply for the convenience of the observer in reading

the behavior codes. Using the obsexrvation clipboard set for fifteen-

second intervals, the observer moves down one line each time he receives a
signal from the clipboard, f.e., at the end of each fifteen-second time

block, (If no clipboard-timer is aveilable, a stopwatch or school clock

will generally suffice.) The vertical spaces in the grid correspond teo the

behaviors listed at the top of the two-miyvvte section. During each fiftesa
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second interval the observer records both the behavior of the subject c:d
the soclal consequences of his behavier by placing the appropriate resprngn
and agent codes in the space beneath the appropriate behavior cede. The
response codes and the agent codes are listed at the top of the coding
sheet. For example, if the subject is not attending to the teacher's
explanation of the lesson and the teacher "calls him down" (i.e., dis-

approves) the interaction would be coded as follows:

N AG NA PI IP M0 Iy NO WK RE VO TI 1T PL AL

]

b L L Ty

Depending upon the rate at which things are happening in the classroom,

the observer may code more than one subject behavior and more than one
consequence during each fifteen-second interval. 1In most cases, however,
there will be only one priuwary behavior or interaction. It is not
necessary to make more than one coding erntry for behavior which continues
unchanged throughout the fifteen-second interval. The subject's behavior
during the fifteen-second period should be 'characterized" by the coding;
1t need not be described in sequential detail. The observer should

check the situation category at the right side of the coding shect which
best describes the situation during cach 2-minute section. The categories
are as follows:

Classroom:

Group: To be used whenever the classroom activity 1is
essentially group rather than individual work, e.g.,
teacher presenting lesson to entire class, subject
in a reading group, etc.

Individual: To be checked whenever the subject 1s involved
in individual rather than group work, e.g., sitting at
desk doing arithmetic, reading; noc listening as a group to
teacher or working together {n a group.

36
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Transition: This category will generally be checked when

the entire group 1is switching from one kind of activity
to another, e.g8., lining up to go to assembly, moving
chairs to form a reading group. Frequently is movement
assoclated but 1t would not be considered inappropriate
in this situation, e.g., entire class moving from desks
to reading groups would be coded NO (appropriate group
behavior) rather than MO (rovement).

Recess: Checked during any regular recess period whether child

is outside or remains in classroom. A short description

of the child's activity should be written on the lines pro-
vided at the right of each two-minute section (this applies
to classroom as well ns recess behaviors). Generally during
recess periods, the observer will be primarily interested

in coding either PL (playing with others) or AL( isolared
from others) and possibly AG (aggression); other lLehavior
codes are not so relevant to the usual recess activities.

Description of Codes:

O

ERIC

Aruitoxt provided by Eic:

CLASSROOM BEHAVIORS:

NY

AG

NA

(noisy): Coded wheuever the subject is talking loudly,
yelling, or making other deliberate, inapproprizte
noise (such as banging books or scraping chair back
and forth) which is actually or potentially disruptive
to others,

(aggression): Actual or attempted physical abuse of
another, e.g., John hits Bill or John starts to hit
Bill and is stopped by che teacher. This includes
pushing, shoving, threatening, bossy.

(not attending): Subject is not attending to his

work or to a lesson being taught, etc.; wmay be looking
out the window, watching tha observer or other children,
drawing when he 13 supposed to be watching teacher
demenstrate arithmetic, leaning down to tie his shoe,
turning in his chalr.

PI Xpeer initiation): Peer talks to, pokes or in some way

trys for attentlon of S.

IP*(Initiacion to peer): § talks to, or in some ways trys

M0

for attention of peer.

(novement around rooa): Coded whenever subject is moving
arvound rocw (other than times when entire group is asving,
as in transition pericds); observer need nct try to decide
whether each movement 1s appropriate or inappropriate;
that question is becter decided by compaxing rate of move-
ment across subjects.
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IW XInappropriate task): Work on task not assigned or
specified by teacher for that time.

NO (appropriate group behavior or normative behavior): Coded
vhenever the subject's behavior ig tack-directed activity
which is appropriate for that time and situation. Included
would be listening to the teacher explain a lesson, paint-
ing during an art class, singing with others during mysic,
lining up with the rest of the class to go out for recess,
etc, The observer should take care not to include any
behavior which might be more =zppropriately characterized
as recitation.

WK (work): A child may be engaged in appropriate group activity
but not working e.g.. cbserve a movie. Work means at desk
on academic projects. Must work on teachker assigned task.
Record when engaged in reading, writing, arithmetic, basic
skills,

RE (recites): Coded whenever subject recites, answers a teacher's
guestions, reads cut lcud, gives a speech, or performs
before the class.

V0 (volunteers): Coded whenever subject raises ais hand
or in some other manner irndicates a desire to recite
or do whatever else the teacher may have asked for, e.g.,
somenne to pick up papers; may be either in a class
discussion or in a small group.

TI (teacher initiation): Coded wheu the teacher "calls on"
the subject or comes to his desk or activitly area to
speak to him; this interaction must be initiated by the
teacher and not be a response to an initiation by the subjecu.

IT (initiation to teacher): Coded vhen the subject indicates
that he wants some attention from the teacher; he may
raise his hand, speck or go to her; this behavior is differ-
entiated from "volunteer' in that the subject's initiation
to the teacher 1s no: in conjunction with class discussion,
group study, or reciting.

RECESS BEHAVIORS ONLY:

PL (play with others): Coded when the subject is clearly in
the company of others, whether talking, playing a gzame
or just walking around.

AL (alone, 1solated from others): Coded vhen the subject is
engaged in solitary activity, whether playing a game or noti.

*These thres categorfes were added or expanded by the present authnrs
(Walker and Buckley) for use at ELP.

98

s s Ot Mo P o s e 1

o T Sl 6o



RESPONSES ®

0 (no response): Coded when no response from teacher, peers,
or observer follcws a behavior. There may be no response
because the behavior does not demand one or because the
subject is clearly heing ignored, the oliserver should note
this at the side rather than attempt to code the response

any differently).

A (attention): Coded whenever the agent listens to or looks at
the behaving subject; this is a neutral kind of responce
with no obvious approval or disapproval in the attending

resgonse.

P (praise): Coded when the subject receives praise or approval
from an agent; may be verbal behavior or consist of
gestures, e.g., smiles, head nods, applause.

C (complicuce): Coded when subject complies with a command from

another.

1C (non-compliance): Coded when subject does not comply with a
cormand from another. ®either C or NC will probably be used
very often; if they are, they uvill probably be responses of

the subject to TI.
Pil + or -~ (physical contact positive or negative): Positive
physical contact would include such behaviors as hugs, pats

on the back; negative physical contact would include
aggressive behaviors from an agent such as hitting, spank-

ing, etc.

D {(disapproval): Coded when a subject behavior is followed
by veirbel or gestural disapproval from an agent; examples
might be frowning, negative head nods, ‘'you shouldn't
have done that," etc.
AGENTS :
Bach response should be subscripted with one of the following:

T (teacher), P (peer), "~ (observer)

to indicate the agent of the response. O shoild rarely have to

be used.
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FAME DATE

ORSERVER SHEET NO. TIME
BASELINE ELP FOLLOW-UP
CLASSRNOM BEHAVIORS: RESPONSES:

NY Noisy RE Recites 0 No response
s~ Aggressive VO Volunteers A Attention
NA Not attending TI Teacher initiation P Praise

PI Peer initiation IT Initiation to teacher C Compliance
IP Initiation to peer D Disapproval

MO
Iw
NO

Movement around room RECESS ONLY:
Inappropriate task PL Play with others
Appropriate group behavior AL Alone, isolated from

NC Non compliance
PH Physiral (+ or -)

WK Tndividual work others AGENTS:
T Teacher
P Peer
0 Observer
NY AG NA PI IP MO IW NO WK RE VO TI IT PL AL
1. . .
2.
3. —
4,
5.
6.
7. Classroom:
8. Group ave
individual /7
Transition 72~/
Recess /[ /
NY AG NA PI IP MO IW NO WK RE VO TI IT PL AL
1. i
2.
3. -
i L
S. ——
6.
7. i Classroom:
8. b Group /7
- Individual /77
Transition ¢/
Recess /_:/
1. NY AG NA PI IP MO IW NO WK RE VO TI IT PL AL
2. 7 ; I
3. - - T J
4.
S.
6.
7.0 ___,
8.4 [ | | | Classroom:
Group /_/
Individual /77
Traasition /=7
o Recess /_/
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