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The .use of hierarchies to describe human phenomena in the social and
behavioral sciences has long been a historical fact. The concept of

“hierarchy was originally used in the medieval writings of Diony.sius

ED113856

Aeropagiticus to describe the system of church government used to grade

" priests into ranks. In modern times, the concept has been uéed analytically-

- to describe and explain a wide variety of piienomena."
Freud, in formulating the theoretical basis for his psychodynamic

' syst_enﬁ, used a hierarchy to explain the development of the H, ego and A
£ " superego. The h‘iérarchy was composed of five stages of dévelopme’ht:
o}al, an‘all, phallic, latent, and genital. As the child developed through

L these five stages, the id, ego, an;l superego éhangéd in focas (Freud,

1950, 1959), Maélow (1943) used a developmental hierarchy to explain

the deir_elopment of human needs. Bloom and others (195_6) used a

’ .

y

deVelo-p'xnent.al hierarchy to explain the development of int_ellectua;l
abilities. Krathwahl, Bloom, and Masia (1964) used a similar model to- ~ .

. N .

- define the stages of development df ‘student attitudes toward learning, and

'Pié.get'_and Inhelder (1956) used a de v'e_lcbmenfal hierarchy to explain the".

>~

.

process of cogniti\}e development.
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describe the developrnentad g;e’info:-cement process as it occurs in a child's

Loy

life and discuss some ed‘ucﬁtibnal consequences of a deficit'in this

.- ! ! y/
development, . P ] i f'.-
/ ' .
Developmental rei

rcement is a process-that begins at birth and

. ‘. . . ./Y S .
ends with the term;m? n| of life, Within this span of tirne; there are -
5 £ ‘ . S

’ cr1t1ca1 events that }’nust ltake place 1n the ch11d's life in order for him to
. - -
develop normally;é/ To estabhsh a perSpectwe of the developmental

t re1nforcement p cess, a h1erarchy has been developed which will pr9§1de

a frameWork ,f}or exam‘im'ng the child's life as the process takes place, Th1s
process involves the establishment of resp¥nsiveness to a varjety of

environmental stimuli which acquire, 'through lea:ning, reinforcing

= -

_propertigs. v ‘ .

The developmental reinforcement process is composed of d hierarchy
of four levels. Development takes place in succession beginning with the

pri'riiéry level, proceeding to the social anci symbolic levels, and ending

with the abst;act level. Developme nt at the social and symbolic 1e.vele

- occurs sifnultaneeuely, but both levels are dfpendent on adequate develop-

| B .
ment at the primary level, as is the abstract level. The abstract level

proceeds from development at the social and symbolic levels, If the .child

‘does not learn to rlespond with satisfying emotional feelings to primary

!
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reinforcement, it is unlikely that he will learn td-respond constructively

to reinforcement at higher levels.
. ' : : ‘

PRIMARY LEVEL . - S

At the pr1mary level of the h1erarchy, satisfying the child's basic

biological needs is 1mportant. For e~<amp1e, when the child experiences
e

hunger pangs, mother reads t'ﬁe S1gna1 and reSponds by picking up the child,

holding him securely, and feeding him. These acts,’ performed by mother

in response to the child's signal of hunger or other discomfort, are the:

" discriminative stimuli for primary reinforg:ement2 that will acquire through
learning reinforcing value. Thusl’ this stimuli becomes very impox:tant.
It facilitafes the child's emotional development.

As mother performs these reinforgcing acts, the child'bégi:r;s to move

gradually toward a satisfying emotional state and eventually experiences

relief from the discomfort caused by" ‘hunger or other discomforts. The

A S

satisfying emndtional state resulting from relief can be observed and

measured through internal changes in re5p1rat1on, heart rate, galvamc o

skin response (GSR), and facial vas cularity (Jones, 1930/gan” 1965)

”~

2The term primary remforcement is us @e original reinforcing
stimuli. Since relatively 119t1e is known-dbout why primary reinforcers work, ‘
it ig difficult to give a better definition of them than that they are remforcmg
without any history of acquisﬂ' of their reinforcing value. :
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Physiological changes are brought about in the child through the pairing of

. primary reinforcement with other discriminative stimuli which surround -

) ‘ [
mother during feeding. . o

-

The reinforcing events (holding, talking, rocking, etc.) that occur

-
”

during and are somewhat incidental to feeding are very gritical to the
R . "

dévelopment of the child, If the child is deprived of this type of reinforce=-

ment or stimulation in conjunction with feeding, he will develop tra‘nsitory
deficits on developmental tests (Schaffer, 1965). A relationship,,beitwéeﬁ

tactile stimulation and maternal love, such.as the production of erotic
‘ : { ’

stimulation by fondling and'fgéntling, has been identified by Rashkis and - -
Singer (1959). Taubenhaus {1968) has observéd profound emotional changes
occurring in children who were confined to their cribs during hospitalization G

in the eérly months of life. ‘Racamier (1968) has asserted that restrictions
in mobility coupled with the lack of Ltactile stimulation are likely to impede

the growth of social relations, N ),

. VI'Vhep stimuli such as the acts pérformed by mother while feeding the
child acquire dis¢riminative power, it élso ac-.quires‘a' reinforcing powér as.
v;/ell (Bijou and Baer, 1961). Thé a'nticipatoiy sucking, diminution ;)f
crying, smiling, and the exhibition of other approac¢h behaviors bya child
when picked up by mot}ier are in&ic;tors of her acquired reipforcing power,"” v -:,

Therefore, the child has learned that mobhex}; a discriminative stimuli

which signifies satisfaction and c/ontentrne/ﬁ}:. As a resull of this 'learning
. ‘ B X

9
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the child will begin to search out .he source which leads to effective

w ’ ‘ u . .
ératification of needs. The child has learned these responses as a result

of pairing the delivery of primary reinforcement with the reé—ulting

T . - 3

Apﬁh“ysio}.ogical states (e, g. lack of hunger and p'airi, stimula?ion, rest, etc. ). '
P I ; . ' , : :

Through the process of learning, the initial satisfaction gained from

. T - o

feeding is generalized to other sources of pain and discomfort. For . y
) : P .

\ae

- example, the sensations g*ssociatedwithi injury, cold, and illness are

" sufficiently similar to the pain of hunger that the child will make the same

approach response s'he made to mothexr when he was hdngry. ‘That is, the
¢ child who _ap{p‘rqached his nurturant mother when he was hgngry'will_approach

T . -

3

her whe ry(

experiences pain or discomfojt for other reasons. Further,

eyalize these pdsitive respoh'ses to a variety of people. In ,brief,x the \

ial satisfaction the child receives from mother's ministrations to satisfy \’Fu

/'leads to satisfaction. ~ ' I

S})CIAL LEVEL ,

© _ Once the child generalizes the satisfying emotional responses associated

,

.

with biologicai satisfaction he begins to respond to mother's soothing voice,

1 N ? . .
her familiar face, her smiles, and the like, These social stimuli ars
Q
beginning to take on new meaning--they become reinforcing to the child,

o
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At this point, w_hen nilothe'rrs»ays ""good baby", strokes hi-s‘body, smiles,

and repeats-soothing vocalizations, those familiar changes associated with

E

‘biological satizfaction.are made. Here too there are changes in his
e _ B

galvarﬁc skin'response, heart beat, respiration, facial vascularity, and

in some instances. the child will respond by having an infantile erection.
- Co ) _ S
These were the s;,atisfying emotional responses originally associated with

.prim-arif reinforcers-at the primary level. Now these responses can be

“elicited by social stirhuli, which has acquired reinforcing power as a result
A o : T o S\ ‘
of learning.

" In the eé.rly stages of the-tearning process, the child glances at

Iapproach_ing people. He will stop sucking mother's breast or a bottle to

look at whome'verfma'y‘be feedir‘;g him, then continue again, After mahy '

. pairings of the di‘scriminative stimuli s‘urr%unding }'néthe"r during feeding

-

with primary reinforcement, the child appear§ to :b'ec':'ome aware of her

Y

 presence and of other adults who have been associated with the satisfaction

of biolog.ica;)‘i%needs. The sati’sfyingt emotional feelings associated with
- . . - R )
biological satisfaction are'generalized to such.a degree tbé.t picking up the

» .

child is sufficientvtO'stop his crying before his troubles are-alleviated. The

t

child may be distracted from his hunger for a few minutes by the soothing

vocalizations mother makes, her gentle rocking, or other forms of
. B P - .
attention. This‘kind of scocial stimuli acquires reinforcing value and

-

behcome'.effective enbugh to bring about a temporary satisfying emotional

sta:te; . . Iy

. " 7
v [
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As response maintenance to these &ocial reinforcers increases, the

Ehild ‘wil'-l almost always st-op E:rying‘ momentériiy when: ﬁe'hears'j:he vqicé ’
of aduits énd‘_oft‘en at tljufa sight of an\‘apprbéchi?'g&gr’son. At feeding time,
‘the child will begin to play and smile in réspo‘nse t%) mothér's speech,
insteéd :of taking the milk that 'wlas'once the primary source of satisfaction.
The child is beginninvg to increase his, respoﬁ;i/veness to social reif

force-
ment. In a sense, he is becoming sociaple, .

The fact that development at all Ie',vels is dependent on éQequate
. N , ] . ’ . s ) . A ‘. B c' . . ..~
development at the primary level cann*:t be overemphasized. { To insyre =,
| normal dévelopment through the social}. symbolic, and abstract levels, it

.is imperative for him to learn to respotid with satisfying emotional fevelings

to mother's ministration of biological satisfaction (pfirpary reinforcement)., -

Subsequently, the child learns to respoﬁd‘to social, symbolic, and abstract

reinforcement.

- The importance of mother, or a mother siﬂgstitute, in the developmental
reinforcement process cannot be ‘disass‘:ociate\d'from the ongoing develop-

mental process, Mother's caring for the child in the form of objective love:
: D ¢ 4 *

acts (Rashkis & Singer, 1959) or supplying the child with primary and

social reinforcement facilitates the g:aneralizaﬁon of sa'tisfyin'g emotional
feelings at subsequent levels in the hie rafch)i. .

' P

- {
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' occurring process which started at the primary level, the child will

, those emotional feeling_s gained-from. mother's application of pmmary _ .

;from the satisfaction of biological needs at the primary level generalize and

. such th1ngs as clothes, money, and tokens, and later to such th1ngs as

SYMBOLIC LEVEL =~ _ . .

- . . ¢ . R,
i T - .
. , i . ) 1

As the child develops strong response "te'nde,nci'es to reinférceérs at the '.r'

-

primary and social levels of the developmental reinforcement process, he

gradually begins to achieve satisfying emotional feelings from symbolic .

reinforcers. During the progess of growing up, mother buys the child
small-th‘ings or gives him_money to buy candy for [.ae:fqrrr;ing given tasks.

She then pa1rs this act with another effective prlmary or social relnforcer

N ' {

by telling the child how good he looks or how ¥ell he has performed the task

“« . ,)

/
or by g1v1ng him an approvmg sm11e. Th1s in turn gwes sat1sfact1on to the

ch11d The satisfying feelirigs exper1enced by the ch11d are very smnlar to*

. , - ; \
reinforcement at théprimary level. . /}, \

At this level in the hierarchy, the satisfying emotional feelings gained

a

become associated with symbolic stimuli. Thé child learns to respon’d to

cert1f1cates, ‘green sta.mps, and d1plomas. TheSe symbolic stimuli have

become reinforcing because they have gained the potential for e11c1t1ng .
. b3

satisfying €motional feelinés. 'In other words, the principle of generalization

¢

is beginning to operate at the symbolic level. Since this is a gradually,
. . ' . ‘

\
.

-

eventudlly generalize these emotional responses to other and more varied.

forms of symbolic §tirhu,li. v "
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ABSTRACT LEVEL o

After. the ch11d has progressed through the primary, social and
_ksymbohc' levels, he gradually begins deve_lopment at .the.abstract level of

the developmenta.l':‘,reinforcement process, At he abstract level the child.

reaches the h1ghest level of development in the h1erarchy of re1nforcement.

+ hl

Devel pment at th1s level is also dependent. on establxshmg an adequate
R N

- foundation at the primary level. In addition, development at the abstract

&
1eve1 is dep&ndent on adequate development at the social and symbolic

1e vels,

8, e

At the abstract level, the child will experience satisiyxing emotional

feelings from reinforcers that are ab'stratt in nature. .E‘tymologically, the

term ahstract comes from two Latin words, ab and trachere, which "
, literally mean to dratw away. In this conte‘xt; a’ostrac*t reinforcer refers to .
those.reinforc‘:ers'that are intirnately involved witn language d'evelopme'nt but
lzave no.concrete refe'rent outside of the language system. For exa.mp‘le,

the child will learn thr‘ough association to respond with satisfying emotional
feelings to his concept of good, his co:ncept>o£ honesty, his values, his

'concept of God and later his philosophy of life, or his concept of the nature

of the universe. He is learning to evaluate his own behavio% relative to a

-(
N S .
language~based criteria. In order for these cottcepts to become reinforcing

to the child, he must have developed'responsiv.enesg' to the meaning of these

ideas that are transmitted primarily through language.
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'bgvelopmeht at the abstrg_ct level‘begin}» when the cflild responds with
sat‘isf.ying emotional feelings at tl}lé’ social level., When the child's mother

‘ or.father reinforces him with smiles and words of approval for ‘per-forming

developmental tasks, he is beginning to learn throughvp‘a}irihg to respond

with the satisfying feelings derived from primary reinforcé:ngent. Through

the process of generalization the child begins to internalize these concepts

"

. o . . ' . ™
“and ideas. At the abstract level, the child achieves' the highest level of

autonomy when he is able to reinforce himself through self-evaluation or
. ) . - . 2 ©
other_ self-reinforcing consequences. At the age of five or six, the child ,

has sufficient language development and vocal contro} to tell himself sub-

[ 4

vocally that he has performed in a desired or acceptable manner. Through

learning, self-evaluative responses can become so reinforeing that the child

v

can maintain his own behavior in the same or sjimilar manner as exfernal

‘reinforcers did at the social and symbolic levels. Here the child can sét ‘

A} .

for himself self-reinforcing or self-punishing consequences depending upon

the quality of his behavior relative to his self-imposed standarti\S,\Ivt is the
; : .

child's ability to reinforce himself t;hr'ough s'elf-evaldation and sub.v_ocal

messages that proddce internal satisfaction.to ain his behavior
independent of e,nvixronmental consequences,  Thi
has been described by Luria (1960). 4

internal language system -

. .

. " ' . .
At the abstract i‘gvel, the child achieves the highest level of )

reinforcemént. Development at the abstract level is dependent upon the

. .
¢
. © *
' . o
e

,
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child's, abi_ﬁlityté; reinforce.himseg, When the child concesiotualizes an
. B . j) : 3

ideal self, based upon his social, “philosophical, or value system the self-
: ' ’ : : o

A .o > v :
evaluation is based upon abstract formulations. The abstract level of - Q -
] ' » o ’ N l . , LA
. L ' s 4 el . ¥
reinforcement maintains behavior toward high ideals and in some cases
" produces internal satisfaction that outweighs ex‘teitt'nally impogsed rein- { ’
. . . ‘ . 7 - iy, :" E Y
forcement. o - . N , ' .
'REINFORCEMENT AND EDUCATION &« /{

" The_ developmental rem.forcement m\?del has tremendous prattical ~
’-—“?\‘ °

utility in education, Eqpec1a11y «when we. find children.in*schools t'hrdughout’

’

. .

the country who are supposed to be highly mot1v}m to learn under,poor or\

inadequate reinforcement-systems. These reinforcement systéms are

-

. Nt
1nadequate because educatdrs have fa11ed to take into cdhsideration the

[ . . -
.

developmental nature of how ch11dren 1earn to respond’to various types of

reinforcing stimuli. As a consequence, many ch11dren,,part1cu1ar1y those - -

who are weakly motivated or le'_ss well endowed intelleé’tuany. display

L *

marked intellectual deficits despite years of fruitless attendance in school,

i b

& ’ .

The developmental reinforcement model provi.d'esa basis for con%glhxaliiing .-

how a child learns to respond to\va'rioue levels of reinforcing stimuli, and

.
’

prowdes a pract1ca1 strategy for, working with childrefi who ha'.ye not learned

to respond at h1gher developmenteh‘ewels. o -

— . {

- Smce the performance of a learner is h1gh1y affected by rei.nforcement -y
l

/

conditions, developmg and selectmg an effective re1nforcement systém is .

'
¥ kY 1

- 1

v | ’l? ) SN :
. 4 : o
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extreme.ly 1.mportant The relevance of reinforcement variables in_
‘cha,nging behav1or is 111ustrated by’ the results of experlrnents comparmg

7'reSpons1veness with and. w1thout cont1ngent re1nforcement In aprogram of

research on read1ng, Staats and others (Staats Staats’ Schultz, and Wolf

v
.-

1962) used procrrammed mater1a1s w1th preschool ch11dren to teach them to

-

ually wh1ch were. then comblned into short sentences

féad wor_ds,indi i

- N R S e . : v . I K . N v

When the ch11dren w’ere pra1sed for responses but were not g1ven pr1mary

,\ L . -~ - ._“ i

A or symbohc reinforévement they worked at the read1ng tasks for 15 to 20

3 \ -
- ~

'vm1nutes, but then became bored re stless and asked to 1eave the s1tuat1on.

.

]

After the ch11dren f ] to. be responsive'in the original si}tua.tlon, the

. researchers 1ntroduced tang1b1e rewards con51st1ng af candy, trlnkets, .and

' t'o'ken's_.that‘could be"exchange'd for at'tractive- oys When the ch11dren were /

..givéép p';:iﬁ'ua_r.y and stb_olicf re;infor.ce_ment _contingen:t upOn reading achieve-
oY b : 8y ) . . : . - '
ments, the children's short attention span quickly increased. In addition,

the children worked at the reading task for 45 minutes and 'par'ticipated -
actively in'subsequent sessions. S o AR ' *
A second‘group o'f.fo_u-r-year-olds»perfo)rmed :the.reading ‘task

s

contingent upon reinforcement for two sessions, then the reinforcers were
dis COntinuedfun_til the cﬁildren ceased to participate, -followin’g'whi'ch

’

/pru'nary and symbohc re1nforcers were:’ aga1n re1nstated -During the initial

T re1nforceme nt sess1ons the ch11dren attended closely to the read1ng%1ater1al

“and worked a'ctively,at"acquir'ing new reading re sponses When the rein-

v

forcers were withdrawn, the children's a\ttention,:-' participatio-n, and'..
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V feading achievement ra’pi_dlY 'z*.eterivoratet_l-. , Staats _(_1965) has fur\ther' _

. demonstrated that, given an =ppropriate reinforcement system, young.
children will engage in complex learning activities with sustained interest

over -an extended series of sessions.

The major focus of the abo've studies was on the development and

selectmn of an. appropnate 1‘e1nforcement program for increasing academ1c

. > - . '
a ach1evement Concomltantly, the stud1es demonstrated that the use of

R .
. - St

soc1a1 re1nforcement (pra1se) was 1neffect1ve W1th ch11d:;=en who had not

aw

1earned to respond-at the social level. When a comb1nat10n of prlmary
. - . ' . . . . ‘L
and syrnbcihc reinforcers were ut111zed in .con_]unctmn with soc1a1 re1n-

.
] .

: forcers, the ch11dren s: short attent1on Span suddenly expanded from 15 to

20 minute:s to 45 minutes, '\Iumerous other stud1es (Rléley, 1974) have i
N . % :

: "d‘emonstrated that 1f appropnate reinforcers are selected and made S .

N s

- cont1ngent upon the productwn of a&ropnate behav1or, young ch11dren

-lf'

F. :
will engage in: cox"nplex- learning act1"v_1t1es- with sustained interest over an
g‘xte‘n‘de-d pe riod of time.

"~ The significant changes in academic behavior observed in the above
étudies illust_rat_,eixhqw_l'ow pe'rsistence on academic tasks can result from
*r,th_'_e_f“ selection of reinforcers above the developme ntal level of the children,

- oo . . . Lo - .

AThis.respon‘se deficit is often attributed to a basic deficit in the child in
the form of short attention span, low frustration threshold, learning

disability, emotional disturbance or academic retardation. Levin and

» . . R - - - - »
] . ‘ K P
‘ . . ¢ W,

-
2y
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‘neurologically handicapped and retarded children' has al"so been marl.cedly'

#

- .' .,. . ’ - ., . -]‘4._!

L

~Simmons (1962) found“that short attention span in hypera'ctiv'e 'boys, wh1c’ﬁ

1

is generally looked upon in c11n1ca1 theory (Redl and Wmeman, 1951) as

.

reflectmg high 1mpu1s1v1ty, weak ego control, and a generahzed ab111ty to
G

tolerate ,.-frustration, ‘may in fact be due to the selection of‘re1nforcers at,

the Wrong developmental level. For example when bo'ys ‘were praised for ‘.
appropr1ate behav1or, they rap1d1y stopped respondmg In "sorhe instances.

the boys reSponded in a hlghly d1srupt1ve fashion by thrOng educat1ona1

materials out' the window or by clim_bing on equipm'ent._ On the other han'd '

T : : .

when a primary reinforcer (food) was used, the boys' persistence on the task

\ . . . . -
-

continued even when the reinforcement was progressively reduced and .
e vehttlal_ly discontinued complétely. - The supposedly short attention span of

/

increased by selecting reinforcers at the appnopriate developmental level
Y g R}M\B é ‘ P .

"3‘*&‘ .

(Martm a:nd Powers 1967).
.How Caji,l a child be- taught to respond at h1gher developmental levels of

reinforcerpe nt? One important initial step‘ 1s,to end%w soc1a1 st"‘.'“"

re1n£orc1ng value. Developmg re spons1veness ‘to social’ r nfoncers 15 very
< ‘ . .

N

unportant since human behavior is often strengthened/ sust ined, and

. N
. modified by praise, positive.attention, approval, e.n;zéuragement, and

- 5: . : . -- - v
affection. Endowing social stimuli with reinforcivépote ntial can be

¢

‘achieved by identifying an effective primary rei forcer and convsistently

~

-

. %
B

associating a social stimulus with its presentation. This is achieved by

,

‘presenting the neutral stimulus (social) immediately prior to the primary

» - b




- \
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reinforcer. Through the process of association, the social stimulus will
' . . S o . : , -
hcquire reinforcing potential similar to that of tsxe effective primary

[

reinforcer. -

4

Once the first step is achieved, the educator can proceed to the second

- step by identifying a symbolic-stimulus and pa‘,i-ﬁ;lg it with an effective pri-

»

- mary or social reinforcer. - This process will, as il"{the,case of the social

v

~ .

stimulus, endow the sy_mbolic stimulus with reinforcing potential similar

o

to that of the social or primaty reinforcer. Additional experience should .

be provided with both sbcial and symbolic reinforcers so they will become

effective in .a variety of learning situations. The final step involves endow=- .

h ing abstract stimdli-‘with reinforcing potential. This is ’déne 50 a child can

achieve autonomy through being able to genérate self-evaluation and other
S : , ¢ , .
abstract reinforcing consequences for the purpose of maintaining his own

o .

-behavior independent of the environmental consequences. , ' -
~ . a N .

-One of the established prérequisites'for- entering school is that a child
must have developed responsiveness to various types of reinforcers at the

@

s;ocial, symbolic, 'and‘abs"traét levels. The child must be able to derive

' satisfying emotional feelings from reinforcement contingencies using these

'. . ‘ ., . ) T X . [N
reinforcers. The reinforcement contingencies'used by teachers, peers,
* ' v . - ‘ ’ T ) . . . / |
and other adults must have the potential for eliciting satisfying emotional

feelings. If these feelings are not elicited, ‘the child may make inappropriate
N H

-

" responses to the learning situation and may exhibit behaviors associated

L)

16 -
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W1th unhapp1hess, 1nsecur1ty,' 1mmatur1ty, emotional d1sturbamce, A
5 | - o | 5
E h'yperkinesis“, ne_drol.ogical’imparment, mental retardation, or cul_tu:al
. ' j ' ) '
deprlvatmn. i Typ1ca1 behav1or manifestation for a child with a rein-
: / : S :
forcement def1c1t in the school setting 1nc}ud,es very short atte nt1on span
N . /
/
inability to rema1m in seat é.t the approprmte t1me,\1nab111ty to complete a _
/ . ’
task contmuous d1stracy{on of other stdd/ents, e*<cess1ve host111‘€:es or fears,
N .
and e.rratic tHo,ught‘,processe.s. In sho)-\t, the child’ w111 have trouble adjusting
i - N - '
. . . i L. . . . . N * o8 . '
to his new environment, and the présence' of all these behavior patterns can
be related to a reinforcement de?icit. '
When a child enters school for the first time he will have had numerous

experfencés at all levels of the hierarchy. ‘However, if he has not learned to
“associate reinforcers at all levels of the hierarchy with satisfying

emotional f.eelings, he will not exhibit the behaviors associated with the

moti\}ation to learn. In‘ addition, the child will not be' motivated to learn in"

'
t

an env1ronment that ut111zes d1Scr1m1nat1ve st1mu11 that have not acqulred

.

/ . !

reinforcing protential._ In order for a chxld to have a "love for 1earn1ng,

‘ . ’ . 0 N \

‘he must have learned to respond te the reinford@rs utilized in the environ-

ment and derive satisfaction from their use.

If we\conceptualize all the activities of a teacher in terms of behaviors

produced before a learner makes a response and after a learner makes a

response, yeé would have two éategories of teache¥ behavior,’ eliciting and

T

, [ ) . \\’, ’ i ° .
reinforcing. Eliciting behaviors are those behaviors desflgned to generate
. Ty ) . e . .
some response from a learner. These teacher behaviors are generally
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a learning eavironment. These activities are the subject matter of the

methods co rses in teacher education programs.
Reinfgrcing behaviors are de'signed to respond to what a learner does

in the leafning situation. A teacher may make a favorable or ‘upfavorable

frown, place a mark on the learner's paper, or do any number
, P L pap Y

COmmen7,

of things which mi ht follow a response made by a learner. However,
g ght 19 €SP ear)

-

reinforcing behaviors whichare designed to respond to what a learner-does .

is a neglected area of study: in methods .course-s‘, but one of the most
. 1 : o S
. Lo : .0
important variables in the teaching and learning proc’ess.
C |
The task of log1caliy e\:plammg the different developmental levels of

reSpon51Veness of learners to various, types of e11c1t1ng stimuli is rather

1
™

simple. . For example, ia leafner reads grade one ma;erial or grade two

material. - However, when a second,dimension is added and we state that

-

a learner.also has different developmental levels of responsiveness to

<
©

-
o

re/inforcing stimuli (for exa'mple, the learner is re-ép,onding to primary,l

sdcial, symbolic, or abstract reinforcement),‘c°nsideration is generally

- T

‘ overlooked. If the learner is to experience success durmgng,he teachmg and .

learmng process, h1s level of responsweness to eliciting as well as rein-

L a a a * s - a a a
forcing-stimuli must-be%wen maximum consideration.

Generally speaking, teachers are véry effective at establishing a

’

learner's developmental level c‘zf respongiveness to elicitors in reading,
. L "’ " . : “ -

18
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. mathematics, and other content areas. This has resultéd from the '
tremendous amount of attention given to the subject matter in teacher
education courses. Training relative to establishing a learner's develop- \}
mental level of reinforcement has been given little or no attention in teacher
— L o
education courses, Procedures.for establishing level of responsiveness

to reinforcement were used in research by Garris and Peter (1972) and a

detailed description of the procedures can be found in Prescriptive Teaching i

System: ‘Individual Instruction (Peter, 1972). The 1ea:1rner's 1¢'aye1 of e .

Ca

' B R / ' ‘ . C .
reinf&¥dement must also be given an equal amount of attention if the

learner is to succeed in school. If the learner's reinforcement level is

. ’ . . ¢ .
‘not given consideration in the educational program, he may begin to behave yA

in a manner incompatible with successful adjustinent in the school setting. A

E
Ny

2 U

—::r"ie“\A . . R , . v
P .
. .. ‘




© .19-

REFERENCES

Banduro, A. Principles of Behawor Modtﬁcatxon.v New York: Holt
Rinehart and Wmston, Inc., 1969

' Bloom, B.S.; Engelhart M, D.; Furst, E,J. ; Hill, E.H. & Krathwahl
D.R, Taxonomy of Educational O'Q]ectlves The ngLmtwe Domain,
Handbool_c 1. "New York: Longmans, 1956. ‘

Freud, S. Analysis Terminable and Interminable. Translated by.
J.‘Riveria. London: Hograth Press, 1950,

F) ©

Fxéud 'S, Inhibitions, Symptoms, and Amnety. Edited by J. Stachey,
London: Hograth Press, 1959 ' C

Garr:.s, R.P. & Peter, L J'. "Behavior ratxog used as an indicator of
concomitant development in a prescriptive teaching program." Xerox.
P1ttsburgh Pa.: University of Pittsburgh,. 1972

Jones, H.E. ""The galvamc skin « reflex in 1nfancy. " Child Development,
1930, 1, 106-110. . =" =y R | g

‘Krathwahl, D.R Bloom, D.S.; & Masia, B.B. Taxonomy of Educational -
Objectives: The Affective meam, ‘Handpook II. New York: McKay, ‘

1964.

Luria, A.R. !''Verbal Regdlatfon of Behavior, " in Mary A. B, Brazier (ed.),
' The Central Nervous 8ystem and Behaviok. New York: Joshia Macy,

Jr. Foundation, 1960, - | ’ - ‘ y [

Maslow, A.H., "A theory of human motwatxon. ‘'t Psychological Review,
. 1943, 50, 370-396,

d

. “Morgan, C.T. Physiological Psychology., New York: McGraw-Hill, 1965.

e

€ ~ .
Peter, L.J. Prescriptive Teaching System: Individual Instruction. New
York: McGraw-Hill, 1972,

Piaget, J., & Inhelder, B. The’Growtl(of Logtcal Thmkmg from Ch11dhood
to Adolescence., New York: Basic Books, 1956 .

.Racamier, P.C, '"Etude chmque des frustrates prococes. " In G, Newton
" and S. Levine (Eds.), Eayly Experience and Behavior. Springfield,
I11.: Charles Thomas, 1968, 8 590 _




B¢ _ . -20-
. .

¢

Rashkis, H.A., & Singer, R.F. '"The psychology ‘of sch1zophren1a "
Archives of General Psychology, 959 1, 406- 416

g
R1sley, T. R\ Journal of Apphed Beha,v1or Ana1y51s, 1974, 1-7, 1968 1974,

Schaffer, H P. "Changes in developmental quot1ent under two conditions of
maternal separation.'" British Journal of Social and Clinical Psychology, -
1965, 39- 46. - ' , Coh

. =

Taubenhaus; L.J. '"Bottle pfOpi?ing for infant feeding. " Journal of
Pediatrics, 1968, 72, 669-672. : :

4




