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. - OVERVIEL?

v

w

- This workshop will present a behavioral manacerent strategqy for use with
vsecondaru level students wno exhibit non-compliant behaviors in the classroon.
The workshor is comprised of thrce parts., In the first part the theoretical
rationalc and general principles underlvuing the use of hehavioral management
strategies at the secondaruy level rill be nrescnted. The second nart of the
workshon' examines specific apnlication of the principles to the classrodm
X ©, setting. ' The workshon series concludes i:ith the nresentation of an actual
« case studuing utilizing » time-out or social vsolatlon procedure with a .
hiahly disruptive niddle school student. ’

. " OBJECTTVES

*

~ lorkshon narticinarts 17i11-

1. 'Understand the n*lnC*PlGS of learning Jnderlulnn behravior:
2. 3c able to annly these principles’to marage various kfnds of un- 7
acca-tasle »r irnanpronriate classroom behaviors:
2. Become knoiv'ledreaple of the cocnitive factors associated +7ith
benavior chanae;
32 alle to doscrilbe the psychosocial characteristics of adolescants
Concoerning tazir decision makinr styles, prohlem solving anproaches.
Valuas orienctation, and perception and mspgreeption of‘situéﬁlons
according to tieir exnpactations abdout interactions with peers,
. adults, and authoritu figures:
he 5. Be able to chart beh1v1ors according to basellne Verbal focusing-~
behavioral intervention data-based rodel:
- 6. Understand their rqle in guidine and direction the flow of student
interactions anc behaviors in the'.classroom; and
7. Be able to identify patterns of school »ehavior which are un-
waccentalle and to develo» and implercnt appropriate behavioral
interventions based on an vaderstanding of the cocnitive and
bchavioral factors influencing thesc beahaviors.

LN
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! _ . PRETEST-POSTTEST

* A COGNITIVE BEH,LVIORAL APPPROACH

.

.
~

hed - v
- - 1. Voluntary bég;viors of a person are known as (a) classical (b) res-
pondent (c) primary (d) operant behavior.
. " 1
2. The best way to begin any behavior management 2mogram is to (a) collect
- * baseline data (b) reinforce acceptable behavior (c) set-up a ratio or
interval schedule (d) contact fhe stdent's parents.

3., In dealing with the Emotionally Disturbed student in the classroom, the
primary issue seems to be one of ‘(a) the self-concept (b) sociql in-
security {c) power (d) a & b (e) age (f) a,bsc.

4. In a coghitive approaéh the emphasis is on (a) accurate perception of
reality (b) decision making (c) social insigkt (d) a& (e) aé&c

= (£) a,b&c.
5. 7n essential part of any treatment progcim is: (a) feedback
(b) th2 student's perceptions (¢} ceacher support (d) administrative

support,

]

™ arn

6. The effectivencss of a treatment can be assessed by its (a) situatiopal
- specificity (b) applicability (c) generzlizability (d) utility in
gettiny the student to comply with teacher requests. =

"
L™

—,

- 7. Shaping involves (a) task anﬁigzing (b) reinforcing (c) extingquishins
(d) acb (e) dsc (f) a,bac the denied target behavior

8. Behavioral change depends on the (a) decree of parent involvement (D)
student's desire to change (c¢) teazher's creativity (d) availability
of programatic options within vhe school'.

-

~
.y "
_“ -, . el
L A - .

3
, 9. at eight years of age a child's scolf~concept is strongly affected by H
(a) the peer grou@ (b) the ex+erded family (c) teachers (d) a&b ;57

(2) déec (fj dac., : . . - '%

, Co o -

10, Seeking out exveriences withk others which confirn one's perceptions of
" the seif is refcrved to as (a) selective perception (b) social

anticipation (c¢) discrimination (d) attribution. N

¥
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PRETEST-POSTTEST . NSWER KEY .
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PART I 2?
5 3

GENERAL PRINCIPLES OF LEARNING INFLUENCING HUM/N BEHAVIOR

Behavior modification is based on learning theory derived from the works

of Ivan Pavlov and B. F. Skinner. Through careful observation and control

rd

of the factors within the environment these men were able to discover specific

relationships ”between the behaviors exhibited by living organisms and the
’ El

1
~

bresence or absence of certain variables within the envirpnment. Skinner
was responsible for defining two categories of behavior: operant behavior
and respondent behavior.

Respondent Behaviors A

! Respondent kehaviors are those which are mainly reflexive 220s such,

respondent behaviors occur as a response to a stimulus. This response is

not within the control of the organism. Some examples of respondent

~
\

behaviors inélgge the patellar reflex or knee jerk, the star:’= reflex where

2 rersen will jump wpon hearing a sudden loud noise, or closing one's eye
Ty
W .

when a puff of air is blovmn into the eye. The classic example of respondent

behavior is the series of experiments involving dogs conducted by Pavlov
where the presentation of food powder was paired with thekfinging of a fell.
Eventually, the sound of the bell was sufficient to produce the salivat;on
response priginally only inducec by thz f->d powder. It was not necessary
to show the dog the fnod powder. This process is referred to as classical .
conditioning. ‘ ' / .

.

INSTRUCTOR LCTIVITIES

1. Present a schcnatic diagram outlinirg the sequonce involved in the
Pavlovian classical cbnditioning experiment. Any introductory text in

psychology will be helpful in clarifying the steps in this experiment.

6

!
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2. Using participants from the workshop demonstrate how reflexive belaviors

L
-~

are not under tae direct or easy control of t.ae person using one ofithe

examples presented, ¢ S

»
~

3. Emphasize *hat reflexive behaviors are not that part of belavior which

behavior r'odification addresses.

-

Operant Zehaviors

.

“he second category of wehaviQr defined by Skinner was operant belhaviors.
\

Operant ‘benavior is voluntary oelavior exnibited by tae 6rganis;.1 in respoase

to tue enyiro.u:zent. “ne environment also influences wiiich lkinds of operant
X

behaviors will be emitted by the organism. Sore comgon examples of, operant

benaviors in tae classroom include verbally or naysically abusive behavior

‘ toward teacher and classmates, or leaving the classroom without the teacher's

Jernission. These behaviors often occur witiout any reacily observable

-~
. :

stimulus and are said to e emitted. )
Orerant lelavior is controlled Ly the conseguences tviiich irmediately

follows it. Since you cannot cnange vehavior wiiici nas already occurred,

beaavior rmodification tecunicues are oriented tovard reducing” or minimizing

tue future provavility of a given behavior occurrine. Dy chanoing tne con-
. . sequencas associated :7iti1 an operant Sehavior, its future occurrence can

pr\obfbly be controlled and reduced.

Factors Influsncing the Occurrance of Operant Zehaviors

-

Reinforcement: A reinforcer is any event that incr¥ases the occurrence of the
behavior that it follows. The vay to determine if an event

or consequence is reinforcing 1s to observe and analyze its
' M B

effects on tie vchaviér it follovs.

LJISTRUCTOR ACTIVISILS ’ :

. .

1. Deronstrate ways to observe and analyze the effects of conseguences

on behav&\ior. Allow participants to practice these skills arong

=5~

Q
EMC i “themselves uging bota tangible [(food, verbal comments) and intangible
) : - S My




’ .

- - v

< (non-verbal cues) reinforcers. ' .

v
~

v - 2. Stress how the same consequence may be' reinforcing for/ one person

* but not for anothdr, noting the highly individual nature of rein-
, . .
forcemem‘.: . ~ ! . '

3. 7piscuss various situations within school which Are aimed at elimings

. o
-

".
ting unacceptakle behaviors, but wAich in fact, really reinforce
their occurrence. Some common examples include out-of~school sus-

pensions, teacher attention for deviant behavior in class, or pos-

sibly even placement of a disruptive adglescent male in the LD
¥
g resource room with a young female teacher for lack of academic
o ~
. . achievement. Discuss alternative ways to deal with each of these

Situaticons. .
x

e

‘ - "4, Prescnt group activities varying the time interval between the

desired behavior and the presentation of the reinforcer. Focus

. group discussion on the necessi ty for the reinforcer involving one

groue member performing several tasks while beirlg reinforced for

the first behavior only'is a good way to emphasi ze temporal

.

conticuity between rujinfercer and desired behavior.

5. BEncourage discussion of specific problems er examples” from the

. group. . ™

»

Extinction: Extinction is the process of removing reinforcement

SE, until behavior returns to its original ldvels of

’

: freguency., 7 -

Primary Reinforcers: C(onsequences relatod to certain biological

ks 1e6d5 which do not denend on previous con-

- ditioning for their reinforcing potency.
. . Examples include giving water to a thirsty

» &

. 4 "studén\t or food to a hungry student.

FRIC - A
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Sccondary Peinforcers: Consequences which through cord.'tioning have a
acquired reinforcing potency. Ixamples includg

nraise, attention, or recognition.

INSTRUCTOR . .CTI /ITIES

=

. . ”~o, - .
1. Discurs various reiaforcers available to teachurs at the secondary

»

-

levels and tie advaatages/disadvantages of each. Examine both
< positive and negative kinds of reinforcement.

2. Encourage group members to share the kinds of reinforcers they use

- .

during teaching/behavior }anagement and'their effectiveness in
‘evoking desired'behaviors from the students.

. 3. éave the group generate a list of primary and secondary reinforcers
availablc within the school setting specifically appropriate for
adolescents. - How can these each be used to elicit acceptable

bechavior in school?

<

4. Ddiscuss the relevance of satlation in using reinforcement.
¢

. ' Reinforcement can be given in one of two Jasiq ways. Both ways result

v

- 4 .
in 2n increase in the probabilitiy Of occurrence for the behavior they follow. .

The two ways are: ’

.

-~

Positive reinforcemert, wherc a desired or positive thing or event is

given to a student contingent upon showing a desired behavior. Positive

-

reinforcement has sovaral advantages. The person or situation associated
with that reinforcer tends to become a sccondary reinforcer. The parcnt

or teacher administering the positive reinforcement ucually is scen positive-

ly by the student and becomes more effective as a roinforcina acent. Examples
X R ~ e .
of mnsitive reinforcement inclgde *eacher vorbal praice fcr hard work by

N »

) students, or a student earning additional clacsronm privileges for assuming
. extra homevork assignments. -

Q ~
- ERIC . -7 J ~
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. .
Necative reinforcement, vhere sometliing which is seen as negative by

the student is taken away, contingent upon demonstration of a desirable be-
‘havior. ‘Th{s method of reinforcement tends to encourage students to avoid
or escape from the situation rather than be placéd in it and then exhibit
the desired behavior. Often, fhe person qgiving the negative reinforcement
and the situation are perce;ved by the student as punishinq and negative.

It is importanf to realize, however, that negative reinforcement includes

a teacher nelling at the class until it becomes cquiet. .

INSTRUCTOF ;S.CTIVITIES

1, mith volunteers from the workshon audience demonstrate the use of

’

each kind of reinforcement. . good example for negative reinforce-

L . .

ment is to have one of the volunteers work alone copying "I will
S

not talk without permission™ 190 times while the others are on a

' . .

group break. Encourage the volunteers to share his/her feelings ) ~
and nerceytions after about 10 minutes of the activity. Compare
and contrast with another who has been given positive reinforcement

. during the sarme period of time.

2. Encourade discussion from the groun of actual daily classroom °*
- * ,

> o situations where negative reinforcement is used intentionally or
- A

accidentally by teacher and administrator. . »
Siaping
HHEOL T .
In general, most students do nct fulln exhibit the desired behaviors

N
sought by teachers, particularly at the secondary level. /& student’'s \\ 4

behavior must gradunlly be dirgacted toward the desired target behavior. | TAis
is referred to as shaping. Mithow: feing aware that shaping must occur and °

Al

. that 1t is a fairly lengthy progéss, the' teacher using a behavioral inter-
‘vention can beckme quickly frustrated when ;he desired behaviors in the

student do not occur immediately or even within a week or tko. Shaning the

ERIC | - 10 R
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" an intermittant basis.

Ad ’ ) \\'~. B
p
L
desired behavior is task-andlyzed ihto its conponent parts. -There are four

steps involved in shaping student behaviors.
. .

These are:
Q
1. Clearly define the Hehaviar which the teacher would like the student

to exnit.

Heasure how frequently that desired behavior is now being shown by

2,

the student. T™-is is referred to as collecting haseline data. .

’”

3.  Breakx the target benavior down into a series of sub-hehavjors 1iich .

»

/
vhen put Lin the appropriate segquence will lead to the target behavior.

1

<. Peinforce the student eich time ohe of these sub-behaviors islex“ A

hibited until the tarcet bohavior is achieved. The tea;her ma' have
go wcturlly exnlain and)demonstrate to the student what the seruence
and

r
of these behaviors 1Iis to exhibit them to achicve the\gesired

-

coal.,

TNSFRUCTOR SCTTVITINS

.

1. ©siny an exarple such as ~1ripg out of class without tie tRaciier’s
permission, have th. groun analuze the behavior and develon an ifiter-
vention basad on sharing proceduras. “

2. ZIncourage 2 groun menber %¢ share a raal-Iife example to use as 2

: problom~sclving &ctivitn with the rest of the oroun. |

.

Schedules of Reincforcemant

.

Behavior con he reinforced usinj #variety of kinds (positive, negative)

and tynes of reinforcers (prinary, secondary). There are at least two cther

variables that the teacher should be aware of in ucing a reinforcement pro--

gr m. Those variables ar:> tie teunoral schedule for reinforcement and the

categorias oF rcinforcement.

o Temporal Schedules of Reinforcerent L

Reinforcement can be administered on eitner a continuous hasis or on

»

Then working with & new behavior wvhich the teacher

T R I
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wants to strengthen and maintain, it 1s best to use a continuous schedule

. B

where cvery desiresstarget behavior is reinforccd. Each time the student

exhibits thes+desired behavior, she/he is reinforced. This is the fastest .

way to establish & new behavior an? most effective tn use with a shaping

brocedure. |
- /

Once a Jdesired behavsior has been established an® maintained, an_intor~

- mittent schadule is mpre appropriate. Now, the stulent receives rcinfrrece-
- ; \ ;
1
ment for the desired behavi. v only when it is exhibited every so many times
P
(f-r examplc, every tenth tirx) rather than every time it is exhibited.  An

intermittent reinforcement schedule is\mre resistant to cxtihttiﬂn than

a continucus schedule. In addition, e desirel Pehavior will continue for

i - . . ” v -~
<;_ a longer time in in intermittent schedule than in a continuous schedule.
4 ' ) v ) N
. —_
" INSTRU TIVITIZS
. ., NSTRUCTOR aCTIVITIES A .
» -

¢ 1. FEmphasize the (ifferenc wdvantages of intirmittent and ccntinuows

: reinforcemeént schedules ant when it is o approvriaté/ZD use ong .

- Y .
v . .

or the yther. -
2 . .

2. Exminc s-~me specific classrocm situatirns 'r cascs with adolescents
. 4
whore concinucus °r intermittent reinf-rcement coulsl be arplied.

Demrnstrate to the group kow to use ecach along with the ratimnale a
‘ »

{

-+ wf 'r sclecting ae ~ver the other., T~ Al .

Categories of Roeinforcement ..

> [

Categuries of reinfircement refor to the manner in which one selects the
. - i .
frequency of the reinfrrcement schedule. The two basic chtegories of rein- .
fbrcemcnt'are interval scheduies and ratio schedules.

In a ratio schedule reinforcement is given depcndent upon the number of

responses emjtted by the student. The ratio schedule ‘can be either fixed,

A =
whoere every yen response is reinforced or variable, wheré®the reinfcrce-

\ ” .

~10- : :
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" the fixed-variable distinction is used to describe whether the tire interval

- / ‘ Y
L)
. Y . .
. p , / . tme

3

ment cordsion the lst, 3rd, 5th, and 7th desired target bchaviors. A

-

speci fie sequence of reinforcement would be repeated over,.mdA{over again.

. Interval schcdules involve the passage of time betfieen responses. Again,

-

for rf_».inforcement is the game' (fixed) arong reinforcements br variable.
In general, it is im~ortant to remember the:se points about reinforcement:
a. Com:'iguous“ reinforcement shoufd be used when new behaviors
are ‘be.ing learned:

< b. Intermittent reinforcerent is the more effective and efficient

L

way to maintalp behaviors once~they are ledrned, *
€. Extinction occurs more rapidly after continuous reinforcement

. g than after interm.ittenf reinforcement.
¥ ~ .
- Zi DATE: RBASED APPROMGH TO BERAVIOR MANIGRNDNT . ’

+

=

) A &
* Cne of the most important issves in any behavior ranagement program is
the recdrding of data about the success or ..ffectiveness. of the behavioral
~

‘inteftvéntion: . In attempting to rodi fu studens behav.mrs, the t@acher must

= ;nhs

obtain a record of the frequency of occurrence of the behaviors in which

PR »

) .
she/he is interested in eliminatinc or reducina. This record akout the .

frequency nof'occurrence is called the baseline. Baseline data provides the
+ //
teacher with a vaciety of information. First, it gives some spécific infor-
o s

mation a.bout how often a particu:lar behavior is occurring. It is possible

! o

tb a student will beheve in a certain manner, and seems to exhibit this

*
.

behav.zor more frequmtlu than it actually occurs. The real issue m.ﬂ not be

the frequencg as much as it is the wvay in wh.zch the behavior affects uoiz as

|

the ,teacher. A second reason for obtaining haseline data is to provide a \

l' ” »

'start.inq point upon which to measure the impact of the treatment program on

alterinﬂ unacceptable behamors. .In working with adolescents, a ,dacrease of

v P "
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even one in the frequency of occurrence of an undesirable behavior nay re-

bresent success, although you do not feel that the treatment program had any

impact qt all. Finally, baseline data observations may also provide vou with

some helpful information about tyoles of interaction (or of others) with

the student whom vou wish to manage rore effectively.
Mthough there arc a variety of ways in which to collect baseline da a,

the most/s\imple and d.irect V'ay scems to ba most appronriate way for the cjas..,-

raom teacier. First, the teacher must identify a behavior which Is unacceptable

and which can be clearly observed by others. MNext, the teachar should saot up

a ch::rt or sheet similar to the one on the folliowing page listing the

tagqeted behaviors and thc{r frequencr; of occurrence according, to the time

of the day. 1n this manner, the tecacher may be ahle to detect specific daily

patterns to the behaviors, or isolate specific situational variables (such

as tfze student not liking a narticular teacher, thercfore consistently cutting

that class), trhich ray be related to the undesirableg behaviérs. It is not

'essent;ial to use this type of chart, but it is practical gg?ecadﬁe it provides

a quick and dotailed surrary of how the student be:‘zaved on any given day

during an entire veck. . " - ,
The baseline &ata should be collected over at least a five an time

period, and preferably a ten dav period, if possible. The ten day period

a1 provide a wider sampling of beh;fv.ior across a qr‘eatezL numher of i_z"z’t;er-— ‘

actions. _ In this manner, if there is any pattémAorﬁpmﬁﬁii‘;ﬁ;g.;‘;feﬂt

to the unacceptable behavior, it is rore likely to bc detected. In a depart-

mentalized school each teachor involvdd vith the student may just record data

for the given period of ins;zuction. At the end of each day, or three-day .

beriod, the data could be given to a coun,elor who serves as case coordinator

'.in compilmg baseline information and in ronitoring the treatment program.
Once the baseline data is collected the sccond phase 1s to develop and

1Y

implement a particuliar reinforcement program. pata cbliection continues on a

[ mi2- ) 1 4
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e lemde -, . '
, .
“2 : 7 o ’ ) - ‘
. daily bagis to examine the deqree of success of the program. ’

FJ

'

INSTRUCTOR ACTIVITIES ‘ i

'

1. Us'in_q an acgual case study, show the gl'éup hot; to deyelop and use
a baseline ciharti'ng system and how to inte;rpréte the data.
2. Dermonstrate some simple ways to record data without significantly
' i
:lrzterfering with teaching. Some common ones include transsferring
pennies or poker chips from one pocket to .another and making ; period
mark on lecture notes or an index card carried in the pockef: or clip-
boarc? to reco:rd frequency of behaviors. ,}_Z.‘ncourage the group to test

‘ : - B
other "easy” ways to record behavior without interrupting teaching

&

© duties. "

-

3. Discuss tlie advantages and limitations of collecting baseline data.

-~ . .

T e B , ' . .
& Tt is eégfntial that teachers see this as a meaningful and useful - ‘
- educationel activity rather than an added,burden.
» N ~ ekt * ]
. .. T - i .,
7

RATIONALE UDERLYING BENAVIORAL INTERVENTIONS

¢

The approach and »rinciples presented in the preceding section are bhased

on several rather simple and direct assumptions. First, all behavior is )
- !
learred. (/hether behavioy is acceptable or atypiczl it was originally

k - -
icarned and used by the student within a setting where It was reinforced.
‘Hany timesmtu;?entfs have developed maladaptive or deviant behaviors because b
they are the rost effective in gaining recognition and approval from others.

There 1s a variety of research showihg that people learn ho# to evaluate

& .

themselves depending on ho.w others react to them. Often, others react to a

person according to the kinds of behaviors that person exhibits. Develop~

- rentally, three groups of people are most important in shaping /a person’s '
self~concept and, of course, how a person behat)es/ Thesc groups are: ‘.

- A . 5

”
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(1) parents; (g)‘;t;eachers; (3) bpeers. . : -

PARENTS

~

The first act of persons wit}z whom the newborn interacts is the parents.
L«/‘
The parents' reactzons to cz"]j.rg form t:}'e pattern- for the quality and kind of

later behavioral JAnteractions. Parcnts who consistently resrond to the
infant's crying 'v.ith shout:s and threats are teaching the child that behavzor

is c.‘ontrolled through intimidation and bhysical cnerc.ion. On the other hand,

-

parents who sometimes respond with verbal threats, other times with a snanking,
» -

and stil’ other tirés with W in no predictable or reqular pattern are /

teaching the c:uld that the world is 1nconszst:ent and that unacceptable

\
behav.iors (crying) are ways.to 1mpo e rome consistency.

N TEACHERS

-

The second most imporcant groun of people in forming thn chJ.ld's self-

-

concept and in determmng how the child behaves is teachers. [ For nearly all

by

ch.l_ldren beoinning gchool is an exciting and fun adventure. Yet schéol also

~ a . il
can be the place where the child experiences challenge, difficulty, and o

&

fa.ilure. The challenges come from the requirements that thc child must

exerc:lse behavioral self-control learn how to interact appronnately 1£5 4 th

veers ‘and authority figurr.s, and accouire a set of facts and infomatlon about

read_mg, writmg, ar.zthmetlc, and other Fubjgct content areas. The difficutly
- and fazlure occur wthen the child does not meet t\he teacher s exvectations
about the rate and progresq of loamzna. .
F . Depending upon speclfic experiences with paren'te - the child whko fails to

miet expected levels of academic pezzfdmanr'e and social~emotional growth in \

‘o

school will develop a charactemstic vay of resnondina to and dealing m.th the

-~

situation. ™ Tius behav.zor (or t:hese behaviors) w.ill be aimed at teying to

\ ga:lﬂ some recogn.it.ion from significant others ‘to Validar:e ee.(ings of

-

self‘-wotth and pos.itive self-regerd . The child who has leamed to act loudly
-on ‘ : -14- ‘
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- . \

+

at hore to be acknowledged by parents, 11ill probably do so in school to be
‘recognized for something aside from school failure. Loud behaviors have

been reinforced at home and the consequences are pleasant (adult recognition)

Taen for the child. roreover, loud bohavior is a way of interactiny tv gaiu re

1

*cognition which the chilé feelscomfortabQ in perfuindny. “hon 9oud be-
haviors are met by the teacher vit:h additional displeasure, and even verbal
' S—

v

threats of punishrent, the child's only fay of gaining recognition and

”

validation of s&lf-werth is eliminated. The child has not learned alternative

[

17ays to gain adult approval. ['ost often, the teacher or the parents” have

d - ‘

v not explained and demonstrated to the child ‘ﬁlfzemative wégs of beHaving to

R . - .

gain their attention»for acceptable pcrformance. " The child Is left with a
situation where his/ber needs for support and confirmation Jf self-worth by

h} ‘. ,
significant others are blocked, becausc the only behaviors the child knows

f
/

4 Y ., are those which evoke displeasure or outright \rejec"tion from‘them. In
general, teachers retain thelr significance for students until about ages 10

to 13, depending on & number of unique factors related to the cfkild’sh familial,
. " L
. cogniti‘ve, end social~emotional developmental rgt:es.

-

PEERS,

—————

-

As the child enters adrf?le‘sce:nce a number of new experiences occur. Aside
from the binlogical changes and feelings, the child begins to realize that

‘

he/she has. some contxol over the cnvironment, At homz the child may beqgin to

3
.

sociallze :';th friends who live several blocks away rather than with children

in thé immediate neighborhood. In sckool the child is becoming physically

larger and in some cases may be as tall as the classroom teacher. Ncademics

hes been an unpleasant experience for manv emotionally disturbed youngsters

Locause it eVO.:kéS .1;':6 reinforces faelings of inadequacy and inferiori,ty. For

the ‘first time pow the child beqgins to learn that.she/he can choose not to ~
’ ’

participate in academic classes. The choice resides within the student

7 because the student is assuming even greater control of his/ker wvorld, If

o 17
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gpe teacher insistg that the student read,tht student can choose either to sit
back passively and refuse, or challenge the teacher openly with the comment

"make me‘zead.”‘ Because of the student’s increased physical size coercion,

B

either verbally or physically, is impractical and serves no purpose but to .

evoke hostility froﬂ'the student.

-
*

6. ¢

The next alternative i3 to meet with the parents to try to get them to
force the student to cooperate. Generally, this option has limited success;‘
Subsequent options include deééntion, in-schagl suspension, and out-of-school
suspensions for continued non-compliance by the student.

In tﬁz typical school setting, this student becores frignqu with\other
students who may have similar problems. This immediate peer group sorv;? to
reinforce the unacceptable bchaviors, and in fact, often gives the student
increased status within the group for deflant bohaviogrs toward teachers and
administration. In the general peer group, tge non-compliant student usually
gets reinfbrc;d for de;iance throdgh a varlety of verbal and non-verbal be-
haviors. The non compliant student 1s actugelly play;rg out the need for
autonomy s;'charactezistlc of adolescenta, but which ncst are unwill%nq to show
at such an overt level toward authorztj figures,

In short, the parents and teachers whp were previously perceived as glvers

of positive reinforcement are now viewad as givers of negative reinforcement.

These people serve to verify and reinforce the student's feelings of inadequacy,

- ‘ l'<

as do the academic classes. On the other hand, the peer group offers the student

reaffirmation of self-worth. The values of the peer groun are what becomes
: .

jmportant for the student. Their values arc imp01tant because they gffer the

~ v

student. a sense of personal worth and self-esteem.

INSTRUCTOR ACTIVITILS . ’ '

1. Relate the situation doscribed akove to the situation which occurs when

using.either positive reinforcement or negative reinforcement.

. e 18




2. f:xgmina .the implications of the breqeding discussion on the decision-

making styles of adolescents in general, and emé'ionally disturbed

-

adolescents in particular. .

n

3. Given this series of c.iz;a;nstaqces what are the logical implications -
N + - '

sl

for the kinds of behaviors the ermotionally disturbed adolescents will

shcwr in school? Fmphasize how power and control are critical issues,.

m Discuss some typical classroom situvations and how the student tried *

v

to structure a power confrontation with the “teacher, possibly in
front of the other students.

' b
. A
/WL:I. "That are some strategies to z;se in dealing with emotionally disturbed

~.

) adolescents in the classroom? How can you recognize the beainnings
, s

%\ .

“of a teacher~student power confrontation? How can this confrontation'

- \ . / i
be averted or reduced? Encourage group discugsion and analysis. .
a " M : ¢ i ) . ’ g
‘ The sccond assumption underlying behavioral interventions is that all
— L 3
o behaviors follow certain rules and patterns. What thig means is that an in-

dividual wi‘,ll respond to similar sjitua'tions Un a way in which he/she has V\\36‘

n

learned previously. ' It also rieans that_the individual will respond to others

w

in ways which have been prevfiouslg learned. Becavse ] behaviors do follow rules

"ﬂ: is posgiblei to predict¢ith a masonabl;).i"g’l'{ degree of accuracy how a -
[ - - /

3 5 person will’ ably beha iven a certaln set of ci rcumstances and knowledge
: of that 's chargcteristic ways of bebaVPng and responding,

-

In a very relal way, the ;manner in which a person perccives a situvation will »
T dotermine the gpecific bechaviors shown ip that situation. If a persoh feels :
‘ uncomfortab;e aroun,d ofhers 1t is l.ilpe:lg that he/she will behave ca’t;fiously
’eapec;ally in new social situatién:s'. Cautious "beha_viqrs mi'qhtzqinclude not -

.im‘.tiatjng conversation with others, responding to questions from others with

L. ' =17~ ,
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.and in behaving as he/she sees fit: The needs for autonory are usually not

° .

short phrases which directly address the question, physically withdrawing

"

.from people when épproéﬁhed, and other similar behaviors. Feeling uncom-
fortable around others may be due to feelings of personal inadequacy t/hich
. 4

were learned through dealings with parents and teachers where the person

~

was not able to meet their expectations about behavioral and performance.

Even though the person is in a completely new soclal situation which does -

not involve parents or teacheré, that person has learned .a characteristic .

manner of interacting with others In the . The new.social interaction

is perceived, or rore accurately mlsperceived, according to what the person has 1

-

learned as a child from siqnificant others. The 'person misperceives the

- situation according to a certaln set of expectations learned and rcinforced

through encountqrs 'hich resemble or are similar to the pr;sent situqtiou.

These staterents apélg particularly to the emotionally disturbed -
adolescents, This enotionallg'disturbed adolescént has not onIy'learned‘
that Le/she is incapable of beinag successful in dealing with others, but is®
also p;ompted by adolescent strivings for independence in pa).ing decisions

) . . N “

realized because the emotionally disturbed adolescent has failed to learh '
howz to perceive situations accurately, to_assess various bahaviors appropriate
to the situations aloé; with their implic#*ions, atd to select and use
alternétive dehaviors which may cause less conflict even though thésg

behaviors may not.fully‘mpet personal needs for feeling in control of one's

self and the world. The emotionally distu(sfd adolescent has not learned éhe

%

appropriate social skills necessary for effectumidecision-makina and .problem-

- ——— :
solving which would lead to increaced pefsoﬂal independence., Thils adolescent®
“

1s caught in the cgcie of:

18- .
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CYCLE OF FAILURE

'~ needs for perschal autonomy
7 ) Vo

i .

. ineffective decisions and
) behaviors due to lack of
///i social skills.
need for support and *
validation of worth
from dthers (dependency)

—
. , feelings of inferiority due
to continued failure and laek - -
of reinforcement from the \
environment (significant others)

- -

It is clear that the cycle is self-perpetuating and ultimately leads to

-
a

C 5% '
greater problens for the adolescent in_dealing with others and in under-

-

I S oz’ 2
standing tﬁ% F8adons motzvatingEg%ggonalfbehavfor. . .
o ) o \ :

\ . .
£
c e > -
.
. “

INSTRUCTOR ACTIVITIES
I

s

>

1. Discuss with the qroup various situations in their classroom or

school building which Increase the occurrence of tgg cycle of failure

’ L}

+

presented above. .

2. Are there é;y vays_in which the above cycle could be broken? kelatel

ways snecifically to daily situations of group memkers. B

. -l)f .

3. UWhat other tgpicél fEeiings assocliated with the psnchological,

physical, and/or social deéélopment of the adolescent ¢an signifi-

-

cantly influence perception/misperception of interpersonal dealingc:
- i .-

. .
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»
- to hear firspl and from the students effective uays

important for all gdolescents, and-especially

4. keyiew in detail how one's expectations regarding a situation in-

fluence behaviors. <Break%£Ze group into smaller sub-qroups for a

role-playing actix:ty. Select one person in each group to play the
™~
role of an emotzonally disturbed student and to d1scuss his/her ex~

bectations about school. What are some posslble ways in which

% teachers and administrators can modifu these thouqhts and expectations?

W

5. Ifﬂpcssible, it might be very helpful to bring tro or three emotionallu

disturbed adolescents to a session to dlscuss what and how they feel

, about school, teachers, and administratlon.

[} »

monztored and fbcusedvby the*inhtructor,

Through discussion

the [artlcipants may be able

.

of controlling

-

e
, and resp0nding to‘student needs.,

\1

< i

One éf-the interesting paradoxes, in life is that a rperson can attain

greater independence by complying fully Qith‘thg rules for a given social

structure.. For example, as a teacher It is likely that-.you would allow a
stadent who has few problems in fbllowzng your directions -to work 1ndependeg§29,

.
pOSSiblg even in another area, such arrthe libraru. Yet, given another. student

uho has difficulty fbllowung Jour rtleq and directions, lnaopardent study at the

library would probably not even be considerea 2s a learning option. It is -
‘ t
those with »ohavivral sur Cepontral

problenms, to understand this principle ard to know how to gain the option., If

¢

. 4
the student learns how‘to follow d1rectzons he/she can achieve both the teacher s

13
goal of reduced behavzoral problems and their bwn goals of}undependence and

Il

feeling posntzvely,about thenselves. Learning how to follow rules may mean

for behavior, but

that the teachgr not only verbally desc%ibes the standards

also ghyszcallg demonstrates to, the emo*zonally disturbed adolescent how to

perform the desired behavior. - v

¢

~
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PAPT I

4 PROCEDURE FOR INTERVENING WITH UNACCEPTABLE
. BEHAVIrRS oF ENOTICNALLY DISTURBED ADOLFSCDNﬂS

* -
. »

In the Dreceeding section a great deal of information was presented on -
“ . two QEneral areas First, the conditions within the environment which
Influence 1earni:g vere briefly revieWed.‘ Second, the conditions within the

bsychological structure of the emotionally disturbed adolescent were briefly

<

analyzed and presented. For any intervention program to be effective and to

have lasting results across a number of similar'situations (this is referred

.

to as transfer generallzatlon)there rust be a match between the environmental

.

e,
conditlons wzth the psychological structure of the student.

‘Traditional behavior modificat¥on brograms have consistently heen ineffec~

tive with erotionally disturbed adolescents in a non-residential setting, The

]

reason for this is simple. In a residential environment where the student has .
lost all personal’ control over his/her actions there are only two options

open. Those options are eitker to complg with the rules or to be denled\

,44,\ffﬁ" ] privileges, forecibly if necessary. In the tqplcal secondary public ‘school
‘ ~‘i/// setting this level of control: OVer Students is. not possible a;d probably does
not set a very psychologzca;lg healthy environment condusive to 1earning and »
growth.
In the public school setting the range of options available for a
student is significantlg greatér_than hég’ Yet, most settings are structured
B0 as to pmouide onlq two options: conmpliance with rules or Immediate dis-
ciplinary ﬁntcrvention. The dlscipllnary intervention, or punishment, may be
detention, in-school suspens ion, out~of-school suspension, or expulsion.
Given the data about truaney, Juvenile dellnquency,rvandallsm, numbers of
sehool dnopouts, physical assaults against educators, and poor learning gains
achieved in class, itlis_glear tbat_soMething 1s not working smoothly in the -

Q educational system. This is partzcularly so fbr the emotionally adolescant

h E ‘ * . . N 23 o a 3
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- in the secondary public school. These students are ggg_controlied through

' . ttaditiqnal Aisciplinary measures. If it i§ p;ssible to beat a particular

discipline system (token economy or detention) these students are u;ually able

to diécbver the method. . ' .
In the-rerainder of this section an alterpative procedure for dealing

with emotionally disturked adolescents will be presented. You mudt remember

that there are several initial elements to the system.

Applicabilitu: QAny treatment interven?ibn progrgh, be it educational
or psychoeducational in nature, will not be directly applicable to all
. Students for every given situation or setting. The material presented *in
this section should be used as a model by the educator to develob’a beéavioral
intervention which_works for a particular emotionally disturbed adolescent.
The success of an\behavioral intervention depends ‘on a number of student !
variables (age, sex, intelligence, educaticral placement history, family
i status, the presence of transient envirormental st}esses, and so on) and ;
situational factors (specific educational placement koth in'the regular and
special educ?tion proggams, size of the secoridary schsol, number of students
in class, and attitudes of the adﬁinistration and other professionals toward . '
alternative behavior managerent procedures, to nare but a few). Ultimately,
the effectiveness of any coqnitve-behavioral intervention is ;elated to the

-

sensitivity of the teacher to these stgéent variables and situational factors

A

and to the teaclher/s creativity in designing, implementing,.and malntaining -

the intervention.. It must also ke remembered, that this model will not be

»

effective for use with all emotionally disturbed adolescents. It lf/Vhe

approach that has heen found to work in a treatment program decaling with

’ z

aggressive aflolescent males between the ages of 14 to 21 years who have a

. " Tull Scale I0 score above 80 and who are in reasonably good contact with
reality. (lonc of these students bave physical or organic problems, nor ar+

any described as psychotic, depressed, or neurotic in their nsychiatric an?

ERIC - .
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bsychological evaluations. . . ‘ : ! {

~ ~—— _ %
zigg: The -period of time for any cognitive-behavioral treatment program to
begin to take- effect will vary from etudeet to stedent depending upon éﬁ%ch-‘
student variables and situatioral factors are rost sionificant in influencing . Y
that student's decision~making processes and” behaviors. One of the most
Important student variables is the family enviconment. Problems in the home
can occur at any time./\The residua; effects of these problems are often witnessed

. 3
by._teachers at scheol in increased negativism toward authority and occassionally

aggressive or acting-out behaviors. Educators can have ne, or at best'n;ninml,
control over conflicts occuring in the home. Yet, the psuchological effects'on
the studert of these home-Fased cenflicts e;}5~be obvious in schopl. One‘ot
the'anly ways in whicé educators can*deal with these conflicts and help the

?
student to cope with therm is by nstabllsh,ng a trustﬁnq re’ationshlp. Through

this relationship it is possible ¢ bat the student will at least verbalize -
that thereﬂnas a conflict' in the home. 7This will give-the educator some

basis for developing an alternative management strategy to adjust for mltigatlng

circumstances. - N

e

Lapes: Irregardless how effective and well Imnlemented any treatment proqram is,
. - the educator must e?nect lapses in the student’s behaviors. During these
lapses the student many either return tc behaviors which wvere the reason for the

N ‘ ] . ) & ' [ - (] ] A’
treatment to be implemented, or ‘assume other behaviors which are as disturbing,
¥ ‘ ® . N .
‘or even rore disturbing as the target bekhaviors. These lapses must be dealt with
a * = N . A}
‘V’ N

on an individual basis and will require some'areativity and support on the part jk

‘of the educatcr.

~—

 Data: Due tc the large number of student variables and situational factqrs' .

which exist and over which the educator has no control, it is best ‘to colleg

data on’ the freguency of target behaviors during both the baseline and treatmen.
v o, - A
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Iintervention periods. It is only tnrough useful and consistent data

a -

‘cpllection that the teacher will be able' to evaluate the effectiveness of -

the. cognitive-behavioral program on modifying student behaviors. By
1}
collecting th/ese data you are not looking for Statistically significant

differences between the baseline périod and the use of the treatrent. Rather
you are looking for a reduction in the frequency of the. target behavior
between those two time periods. a reduction in the frequency of behavior
;;;y ono betwegn .the laseline and inte‘rvention beriods could be considered a
ma Jor Success given the .speciflc‘nlstory and performance of a given student.
. ’

This reduction of one also lets you know that the treatment is having some

impact and that with minor adjustments it may have an even greater impact.

o

i A . . e
THE COGNITI VE-BEHKVIORAL INTERVENTION A%’PROACH (WA ;?;‘i -
A"‘ Clearly, there [s a very close relationship betu'sen how and what one ) \J
i _- - thinks and what one ;ioes. The former is\referzed to as _q_o_.ani tions, while =~ . - 2‘ |

- the latter is referred to as behaviors. A person's cogm.*lons are influenced A

‘ by the ,unds of .7.nformat.7.on (or data) rece.wed from the env.lronme,n .This ’
brocess .zs known as §rceptlou | /1 ’ ¢

. { o

Researob has shown that al‘:l people perceive the woxld in a verg

selectlve or discriminative way. ‘It is very difficult to process all the
]
7

pcssible sensations which one perceives durirg even a 10 second eye scan.

i
Selective perception allows you to deteetxqaly, or primarily, those data
- i oL ‘ N
\Jf in the world which have relevaaoe to you. Of éourse, beople tend to seck

) -
out information from the wirld which is censistent with their expectations

o
and beliefs dbout themselves and the wobld. The typical adolescent: probably

“does this with greater frequency thanr any other developmental group from
'bisth to old age. The emotionally disturbed adolescen* x’*presents the

/ v
extreme with.m the tjplcal adolescent developmental era in percelv.mg the T

< world according fo Ius/her rersonal expectations abovr self and‘*fhe world .

o “24- g 6 % "
ERIC =~ . )

’
\ .
) 5




i . . .
world is perceived as threatcning and a giver of negative

~

freigforceueat and punishment, then the response is to protect and defend

[ .~ the self. ;f only certain subgroup: withrn che general world are perceived
as threaténing’and punitive- (for example, adults in authority positions)

- then the response is to protect and isolate the salf from these subgroups..

. ~  If the adolescent is not allowed to isolate the self through avoidance;

then the'only option is to defend the self by resisting and fighting against
.‘ - . l M
{ o
thish subgroup. B3Because state and federal laws require that students attend

’

schooI” until age sixteen years, avoidance is not an available option for the

. émoticnally disturbed adolescent. The only alternative remalning to protect

// the tatus of the self and to maintain some persoral dignity is to reszst

s B

o« / L '

L these subgrpups. Pesigtance usually is obvious in two areas, the home and
the schcol. ; o r - &
. - . < s
) . . The first major step in’'any treatment program is to establish trust

-

. : . Vi
between the teacher and the student. Without trust very few adolescents
~ 4
s
w0ill be receptive to complying with any interventfon even if'it ig in their

" best interests. Perhaps the edsdiest way to bébzn to develop mutnal trust

is through talxlng with (not to) the stuaent ~ Casual conversation about

) ~hon-threatening and non-C)ntrOVGrslal topics will communicate to the student

»

that you are interested in him/her as an individual rathér than as someone
who must be taught to do what! is expected. Frequently, the student will

M challenge you.about ycur motives for talking. One effective response is

-

to let thkr student kne.~ cleazly that you wish to get to know him/her
because kpowing abouvt them will -1elp in understanding their reactions and

behaviors. understanding on tlhg part of the educator may help to avoid un-

> ’

Justly or unfairly accusing 4 student of breaking a rvle or of too severely

- - - .

disciplrininug tie student when 'a rale is broken, E sticnally disturbed

. adolescents have a tremendous concern about, fairne:: in interpersonal

* N ;’—; i -25-




relationship and in punishment. ZIven though t}’zey rmay deny or appear to
.  resent discipline, it is something they actjively seel to hel p them deal
5 with the perceived confusibn ‘which taey experience within themselves

emotionally and 1'11/ thé world where) they want to ke independent. ’ |
‘Trust-building is not an easy thing to achieve, nor will it occur in
twd or three weexs, It develons’ from \% continuous effort on the part of
£
‘ the eduCator to deal with the erotionally disturled adolescent in a con-
™Y
sistent, concrete, and honest way.

: [N

INSTRUCTOR ACTIVITIES. -

*

-
°

1. with the group discuss some ways to estaklish trust, or at least
H - B

-

rapport, with an emoticnally disturbed adolescent. Are there
any ways in which to f'pecd up the formation of a trust relation-

ship? Generate a 'list of stratecgies. )

. ' 2. What are some ways to deal with the emotionally disturbed
adolescent's initial mistrust of adults in authority positions?
= .

<. Have the group generate a list using both verbal and non-verbal

.

technigues.
» . *
3. (hac are some situntio)c which m.i{.r be pa:tzculanlg difficult for

¢

tie emotionally diSturbed adolesc t to deal with approprzately? \

Focus on .,,Ltuat.zon: such zs thd ¥Wirst two to three ~mek.s' at the
k3
izginning ¢ a now oochonl vear, placement inteither part-time or
¢ -
tull-time special i, iion classes, having a reputation with
teachers Fbr reing disra, tive in school, the physical size of a

ligh schocl, and chuncing of classes several times daily. Do thc

¢

. s.itvations present ta cpporturity for the ‘rotionally disturbed

i adolescent to fail? .Nwy or wht not? Are <tber school arangemec!:

.i?r possible? Discyss what gsome of these mi-ht be in the various
O R "26"(
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%

settings for various group menmbers. "L

y -~ '
/ . i ¢

* 4. Examine how the principles oF Jearning discu.sed in Part I relate ,

to building trust and to developing effective decision-making

skills. Focus on consistency during this &xercise.

L]
o

L. Béfore most emotionally distuiled adolescent stud\en/ts will respond

. . , . tq the requests of a teacher they must feel that what is being '
asked of them is done because of genuine interest in them, rather

than a mere exercise of authori t\y’or power. Discuss ways in

which teachers and adminis‘;rators can communicate intergst and
sincer)llty to_the adolescent. Aéain, haV.e the participants

generate a list of these® various strategies, using both verbal

and non-verbal techniques.

' 4

6. Is it important for the emotionally .disturbed a.dolescén;: to begr ‘ -
placed physically in an evironment which is "different” from the
typical comprehensive high school setting? If it 1s, what are
some specific ways In which a resource rco_z‘n, learning centerp or
self~contained c.lassroém. can be modified physically?

L]

A COGNHITIVY~-BEHAVIORAL INIZTuVZiy'ION h’bDEL
Trust is a1 on-going proness which wil] wax and wane thuioughout a
teacher=s t:z%ént rele*ionshir. Once the teacher has established at least
1

the basi~ Loundatirr "2r o tanstiiae velatlonship based on wmitual respect

it is m»o3zible to hey’n impiawcnting the ¥ollowing procecdures to modify "

1]

unaccepianl= oy Inappoopviate behavinrss '

L. D2fine the target bolsviors.

-

‘  oline G s : L
4. Cullect baseliuz data wn the iarget beba~'- -~ . 4
. = . ‘
C. bDevelop a mechanisp to help e studerr. ~ 2. r the fioquency c |
|
i
I

Q the target behaviors.
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* D. TYeach the student alternative rodee of behavicr which are acceptable

»

E. Provide the student wi el feedrta*uk aLouvi the q»zality of his/her.

3 c
.

=

re rformonce.
4 v

Define The Target Behavior -
mmplemzztlzzg a cooperatlve-behavior Intervention is i

- . »

to define the behaviuz(s), which the educator finds unacceptable. In dealing

= with the emotiohally disturbed adolescent it is quite possible that the' - -

€ I
-

. number of these behaviors is seven, eight or moge. It in best to select

' one or pbrobably two behaviors which are the most dlsruptlve or unacceptable

and to target t}zese for change. Dealmg with more than.two target behavzors

mag be tco difflcult for some students to mom.to,r and may be too many new

i

benaviors to learn. Of coursze, the specific numper of target behaviors
will Véry depending on a nazrlber of student-relatéd 'variables, including

full scale intellige?zce, degree of severlty of the emotzonal disorder, and '

-y

- receptivity of the student to learning new ways and standards of behavzor. -

.
L] ¥

3

- ’ Collect Baséline Data . ,

-
Basel.ir‘e data should be collected using the rrocedures outllned in
5 . ‘ -

"Part' I of ’f:Iu,'s manual., The reasons for compiling haseline data should be
, ’ S .
clear to you,the educator,at this time, If you are not clear as to whick

specific behaviors to target, either because the .student has so many in<

3appropriate behaviors, or bécause you are not s\ure which behaviors are most
s\

disruptive to the class, analysis of the baseline data may be helpful in

‘Y determining the specific one or two behaviors whichlare of greatest concern.

<)

The typical way to do this is to take those two bef;aviors which are most

frequently displaged by the student as targets. An talternat:.we is to

‘examine the time of day when tie student shows the overall greatest number
3 .7 ! 4 ¥ .
‘of inappropriate behaviors (without look.ng at any one specific kehavior)
» \i
1 ’ and try to modify the overall environment itself, rather than just the
R

H

- student's behbavior.
“ ~28~ !
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Student Self-Fonitoring System

-

Several research studies have ialiv=tnc h3t <se frequency of a students

»

unacceptakle bel s3vioxs may dezrre® Sy 2licwing thot student to keep a daily

record of the frequanty ¢f occuirciice »f those Lzhavicnws.# This 1s sometimes
\ N rr » ) .

known as self-monivcring., This procedure cannot e used with all students

because Eﬁé student mus+ have some awareness that the behaviors are occurring

L4

and béyéble to ;écord their frequenéy in a consistent manner accoréing to
. Some preplanned system.” Nevertheless, given that the student can perform
these t;o skills self-monitoring can be a very helpful technique.
. -
A self~monitoring system.is developed by discussing individually

with the student the specific target behaviors and using very concrete

explanations and exaéples. It is often helpful to explain to the student

]
1

your reasons why these taréet behé?ors are unacceptable (i.e.) they dis-
rupt the learning prccess for other st&dénts, they interfere with plgssréom
management which is esséntial if learn;ng is. to occur, or éhey pose a
potentially physically dangerous situation if they continue. The point is
to try to sho? the studént that the need for bekavioral inQervention lies

in the teacher's interest in the belfaré of tﬁe aé?er students rat@er'than
merely being a show of force 55 power by the teachér to~ghow the student
who 1s more "powerful.” g .
The actual self-monitoring process can occur using either a 3x5 index
qgrd,'listing times of the school day and using dash marké to represent
éhe ‘occurrence of a targeted behavior. Poker chips, or similar objects can
also be used where one is moved from the left pocket to the ;;ght pocket
each time a target belavior is exhibited. At the end ‘of each day the
teacher and student should meet briefly to review the frequency of the

behaviors, compare the teacher's data with that compiled by the student,

verbally discuss what occured before the student behaved unacceptally,

3 1 :29- .
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and to raview the consequences following cach target behavior. This
2
,  meeting can also be used to, distuss the student's feelirgs and needs, if
. ‘ < :
appropriate. At the end of each meeting the teache. and the student

. ; _— . o
should mutually agre€ to set a goal of reducing the Zxoquency of the

behavior by one on the following school dav. If this goal‘is met on the
next day the discussion can focus on _how the student was able to reduce ///(
the frequency. This reirfforces the idea that the student is_in control’

of himself and his behaviors and is responsiblec for their occurrence.

- ~

A graph‘should be made presenting the data gn a daily basis. The

b

graph will provide a concrete visual display to the student and others of

the progress achieved. This can be a very reinforcing experience to many
- }?. ’ £
students. .

Al

For sone sgudents the self-monitoring phase may mark the end of the
_cognitive-behavioral program. Self—monito}ing, if accompanied by the daiLy' )
- student-teacher ﬁiscussions, can be an effective intervention. Uith

slight modifications by the crcative teacher, the approach can be adopted

-

for use in a wide variéty of situatibns. There will be a certain numbcr of
student§ for whom ,this level of intexvention producas at best, intermit-

tent success. For these students, the next level of intérvention will be

3

necessary. \

v

Teaching Alternative tlavs of Behavior

As presented thwougiiout this manual it should be quite clecar to the

educator by now that what a person thinks about a situation will

determine the specific behaviors to be shown in dealinag with others. With

#

the emotionally distu-hnd adolescent it is reasonable tqQ assume that a

limited number of behaviors (possibly only two or three) rare used to deal
with virtually all interpersonal situations. 1In fact, if the teacher knows

H
how a student has behaved ;n the past with traditional authority figures,

-30~
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you ca.. gredict wita a fair degree of accuracy o’ tazt student will Laiave
! * 5 h /
in futurce situatioas involviae autimritn ficures i-;ti.-,,a similar ap-roacst. -
N . Y = . N

~t tids level of intervention t.e educator ‘i1l want to tcaci tie

oo M - ) N -
student nev ways of Leidving ii.dcu are more accertalle to tne rules of tie

scuaool settins., Jltimatelv. t.ese welaviors will lead to tihe student ex-

ieriencing success ‘zit..in sciwol, at least at the senavioral level. Ideall-.
. i "~ [

. it is .1o,;e(.;t,.'1at’i:xcreased vesavioral will result in greater’® - «

learaing in tae su.jecv coateut areas.

Jeacuiny tue ewotioasalily diitur.’.‘eu’ adolescent ness wans of Herzavinc iIs not

>

N

an easy -rocess, nor will you often see wogitive gaiins ‘ehaviorallrw in a
. 4

urief time snhai. -ie reasoas for tiis are rather simple. Jt tais level of

latervention t..e educator's goal is to get tae student to stop rrior to doing

- ‘ “«
, .

anjtuing, and analyze wihat tie implications or conceruences will Le for a

civea course of action. '

. = f

Tue nrocesc of teaciing tie student to stor and analuze ltelhaviors cannot
r

O\ ~2 undertajien t.en tue student has entered a crisis situation. I¢ rmst begin

.

. in an organized manier Eribr to t.is situation and a mechanism inculcaled

-
-

vit..in the student so that at tie time of ti:2 crisis tlie student rill have

.
*
- .

l:ar.ed the »re recuisite 5ills aecessary to Herform tie-alternative oe-

navior. Une following stens are involved in tais process:
t * - -

»

A. Situational Analysis -

Tire first step is for tue teacier and student to excercisc aind discuss in

.-, .

; detail tne specific situations in scaool waere the unaccentable eraviors

occur. -Liar manmeils to tae student to Lring out tiese veravior rnat
erson(s) does these tnings to iJin/her? Uudes tlie student see

tae person(s) Jdoes tliese tiings?

‘w. Laterpersoual Analysis

¢

»

Joes tae student realize aiid understand wuat his role is ia tlie vay

v
o * .
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. others interact and react to him? How does .the student feel in those

situations? What types of things go through his mind when he is treated

in the manner which ﬁ;ings out unaccepted behaviors? what do others think
about the student, as based on the student's own éersonal opinion, when those }
.unacéebéea béhaviors are exhibited. If the.issue is inability to comply

‘with classr?om rvles, discuss why rules are needed. What purposes dc rules
serve? This would be an interesting topic for a student group dls;ussion.‘

c. Brainstrom alternative Ways for Behavior

~

Establish in a dirgct manner whether or not the student wants to modify

or eliminate these behaviors, If the student does not want to change, or
o

even try, your only recourse is to let the target behaviors continue until
the student is either suspended/expelled from school or placed in an outside
fagility. ééf thé student does want to change what other ways are available

of behaving in these,situatibes? Why will they work or will not work?

. the student feel comfortable .in behaving in one of these says? Vhy
not? What are the probable conseguences associated with each of A£he new
ways of bebaving in that situation? Which consequences are worth it, whiche
'ére nct so worthwhile? Select specific alternative behavi9rs which the

student agrees to do and legin work on reinforcing their occurrence.

D. Learning and Practicing the New Behaviors .-

t
i

This step is critical to the success of the intervention. Now the -
talking more or less concludes, and you and the student begin to actually

implement and practice the new altermative. acceptable behaviors. This

!

practice must occur to the point tKat the student cap not only perform the

behaviors skillfully and easily, Hut also so that the student feels

comfortable in performing the‘behaviors. The, student must feel that the
\ .
behaviors are a part of his personal way of interacting and that they are

not .an act to cajole those in authority. .
{
~32-
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Initially, the target tehavior may be task-analyzed into its

-

essential components. These comporients should be sequenced in theocgrrect

-
° .

‘order and practiced as individual behaviors. The teacher and student

should discuss both the behaviors involved in each component and whether

3

any particglar feelings are evoked in the student while performing them.

At some point the teacher may want to physic;lly de;onstrate either ar both
the target behavior and its components. Finaily, the student should
demonstrate the ability to periorm the target behavior and its c;m;onent
behaviors successfully in the individugl meetings with the te;chér and in »

small groups involving qther students during contrived situations-.

E. Analyzing the Success of the MNew Behaviors

.

. 3 . '
Mow th§t the studen® has learned a new set of behaviors to replace &

co N
previously unaccentable set it is necessary ‘that the effectiveness of these

new behaviors be analyzed. The student should be prepared to exhibit the new

behaviors in an actual conflicted situation and be able to evaluate how ef-

S

fective they were in modifying consequences yhich were #gpically encouné%red.

-

What are th2 positive and negative consequences of these new behaviors?
The student can be taught interval cognitive controlling mechanisms to
minimize the exhibition of the wnacceptable’behaviors. ©One of these is 'the
’ ..

"stop, look and think" technique. When involved in a potentially conflicted

interpersonal situation, the student should speak to himself and say "Stop,

-

beforé I do anytﬁiné; look around =~ what isﬁhappeninq? 'et me think, ' .
If I do this what coulé ppssibly.happen? If I do that what will happen? 7
Which is better for me?” The specifi¢ words in the skit can be modified to . -
meet the verbal, intellectual, and sociocultural charact;rlstics of the
YN ) ;

student. The xey is to kcep*the “stop -~ look -~ think" sequence in order so

that the student pauses,,examines, and weighs different courses of action “

v

before doing them.
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A CASE STUDY USING A | * .

COGNI"IE-B'EHAVIORAL ORIENTATION
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! fuzzies” from others. These "warm fuzzies” not only rcinforce the

*

*

.
i

/

Proviqigg Feedback About the New Behaviors

e
Every human being needs and raquires positive feedback or "warm

w

probability that desired behavicrs will occur, but also give the student

)

a sense of valus and that another significant person is interested enough

€

in him/her to notice'positiva changes. Verbal reinforcement should no* be
. ’

given too freely or ‘for insignificant actions, espeéially with emoticwually

disturbed adolescents of average intelligence on the part of the r-a~aier.

The feedback should be done on an individual basis initially wn!:11 %he

*%

i

. R L . - ‘s . )
student feels comfortable in receiving the positive reinforcement. A second

means of providing feedback is ihrough the use.of pictorial or graphis d4is-

plays following the frequency of occurrence of target behaviors on a daily

Y

— .
. basis. ‘ngse data can be collectecd either by the teacher or by the student

> .

- using ‘'self-monitoring techniques.

A thirgd very important mecans of giving the student positive feedback is

through\selecting the student to perform a particular highly esteemed

+

function, or by giving the student a special privilege.. For example, it is
possible to place ‘a studentibr a‘community-based paid work experience
beginniné daily at 1:00, becausc the student has learned to control himsalf'
consistently over a three month time poriod from verbally abusive outsursts,

toward tcachers and administrators. Th2 student would be told the following:

"You have learned how to control your cussing., You've
made me wery proud of you. Even better, by not cursing
when you're angry you've shown that you are mature and -
an adult. Because of these adult behaviors, I think

you are ready to begin working in a paid placement..."

Foedback is an essential aspect of the treatment intervontion becauss
this is the means by which the student will be able to evaluate his/her own

\

ability to maet thé‘oxpectations of others and to behave in acceptable wéys.
' -34~ |
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SUMMARY
Throughout this section a model for dealing with the emotionally

disturbed adolecscent has keen presented in detail. It is important that )

you, the educator, realize that By,the time the sttdent reachcs this lével

of déVBiﬂpment a great deal of rejection and personakl alienatlgn have .

ably been ;zpcrlenced Ego defense mechanisms which orotect the =Ludent

o f

from further rejection ars intact and usually work very well., Morr-...-

we as educators, have the student only a very small portion of +i.-- ralative

to the total day. Subsequently, the impact of most things #toaz 72 dc is

LI

>

diluted by a number of variables which we cannot control, nor can we evén

begin to understand their influence upon the studant.
There is no sure-fire or quick/method for dealing with and obvizting

the years of personal failure and the gross feelings of inferiority which

many emotionally distarbed adolescents encounter. G%ygL the tlme ‘educators

. . \ .
have with these students we can only hope to accompl¥#sh a small percentage

of our goals. udevertheless, nost emotionally disturbed adolescents have
problems in dealing with others. We can tcach these students some relatively
effective procedures to interact with others appropri;tely and successfuily.
Thi ough practice, and repetition it is belicved that the positive techn1ques~
learned in one situation will generalize 4'o a larger number of similar

-

situations.

INSTRUCTOR ACTIVITIES '

L4

«JX. _Ask one of the group members to volunteer a nameless student with
whom they are having trouble in school and design a cognitive- *
[ .
bchavioral,intervegtion for that student using the steps presented

in this section.

-

“ .
2. Have the group generate a list of statements to use to communicate

~
«

approval to an emotionally disturbed adolescent. '

L -35- 38 ) - ‘
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3. Distuss with the group their experiences in feeling positively

& . ~

or neqatively about themselves as a function¥of an interaction:

N
’

with a significant other. Relate the content of the discussion ,

-
to the formation of thg self-concept in children and adolescents.
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. INSTRUCTOR ACTIVITIES . . ‘ A
p 1. This case study exemplifies a ;ognitive-behavioral approach
involving ‘the use of an externally imﬁosed consequence (time-
] oué) ;n a student. 'W;th the group, discuss the advantages and .
disadvantages of Ehis apprbacn. . Some of the advantages in. Lade’
" ease i; development‘amd}fmplementation ;f'the treatmen-., ;Ppedéency i::)
\

A}

,in the amount of time necessary for the stuaent to re.>.i ko the (}

\\\, treatment, and ease in'settipgup égd contf&lling‘the'ngvzzonment
" conditions under which the desired behaviors éccur. "The @¥s- '

. advanatages are tha; it is éften difficult to use this appr~.h o,
with older !kddents, aged 14 and abéve, because of their pny®iecal

- size,'thé inappropriateness of it for use in a High sehool setting
. , where students shift among several classes each day, and tﬁehneed
Cw for a high degree of coordination anpn§/53§ei;l teachers for the

- \ LY w

., tzocatment to be of maximuwn benefit, -

5

2% The coggitive component is the verbal appeal as noted in the second
paragraph of the Procedures section of this manual. The behavioral

s component is presented in the remainder of_thgﬂProcedures section.

B
3 . .
ve ! The”effectiyg componefht is John's need for attention and recogni- .
. - o . /
e
‘ om others. With the group, review each of these three areas

o tion

~

and show hoWw they are related o thé overall success of the inte

.4 N
-

: vention. . ’ - /
s ~

=

-3. Specify'unéer which types of school settings and for which t

"

student behavioral problems might this approach be most appropriate.

&

g &
hY - / _

2 . In which types of settings and for which types of behaviar71

; e problems would,fhedibproach not be appropriate? 'Why? .

\ & * * ’

' . 0
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N
2

a particular student with wig

A ¢ N .

s problens at school? Involve the entire group in the development

»

of this intervention for thia student. ¢

. o . ‘ -
) .‘ 5. vhich general principles of learnTng are used throughout®this c:.-2
vstudy,‘accnrding to the infdrmatigg presented in Part I? s* s the
' consistency of the consequences, the concrete nature nf :-- \\‘_"//
behaviors targeted for modification, and the schedul: v o

forcement used. How were these principles relatec oo 3= =tcreas -

" . of the_inteivention? Why? HGw can these principles be ap -« -«

i ~within the typical classroom setting to zddress a wide rano: .

L unacceptable or inappropriate behaviors? 7~
. T ow
- @

e ? ! "f? i}

P
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2 OINZ~OUT PROCERL I7 A PUSLIC SCHOOL GE0TING ‘
RAY.I0ND L. VEBSTER

o e, : purdue University ¢
. L4

t
S

This study uses tihe-out as the primary tierapeutic intervention vith a 13-

. hear-old highly aggrassive male in a public school setting. Specific behaviors
were listed prior to beginning 40 and were explained to the thild and teaclers.'
70 as used over a lO0-weei period with extinction of the specified Yelhaviors
occurring after tue seventirweeir. Juring an 8-week follow-up only three .
instances of the aggressive behaviors wrere observed. During the third and

© fourt weaks of 20 the ciilld began to s.ow spontaneous interest in scimel

’ ,WOrk. Statistical analysis Dby-an interrupted time-series program revealed a

t (102) = -3.290(p. .0305) for change in level Letieen baseline observations
— wita iatervention and follow-up data. —It is concluded that Y0 is a sufficiently
intense aversive event of itself to alter some tupes of deviant behavior with-
out direct application of positive reinforcers. It is most propitiously used .
.when alternative resnonse modes are made available for the child.

Yie use of time-out as an acceptanle~therareutic procedure has gained wide
-~ .
. acceptaace iu scnools, clinics and hospitals. This tecinique involves placing

a child in an environment limited in sensory stimulation contingent upon tiwe
emission of deviant behavior. Soie cqnfus.ion exist:.s as to a clearly defined
operational.iéation of tie technigue (Drabu_i:an & Spitalnik, 1973) ith a variety
of modifications of t.ie basic approach used. The technique has often Leen
Qupplemented bg. the use of positive reinfgrcers (Baron & laufman, 1566:

Jostots bailey, 1962; iaufman & ;aton, 1268; ?Jaleer, 1989) with wide var.iatiox;z )
in the temporal a'uz:at.ion of thé isolation, va'rging -from two minutes (3ostow

& rvailey, 1569) to 30 minutes(ilolf, risley, Joimston, darns & Allen, 1367) and
up to !i:mo hours (Jamilton,Stephens & Allen, 1967). In some _&wedures the
sulujects are' required to exiibit appropriate social behavior before the isolation
pexioh is terninated (itolf, Risley & .less, 1954), while others (7mler & Brown,

' 1557; Zeilverger, Sampen G Sloane, 1968) impose isolation for a specified period-

"@ of tiue.. ’ S . ’ )

N -,

- 42

It




\ll"
T

R [

Drabmar and Spitalnik .{1973) poiht out a number of limitations in pre-

vious research, especially_tho;;pusépg the case study approach. This

approach is real%y tg% result of therapy daté, and aé such, is subjé;t¢té,‘ PR
several techniqﬁ;srwhich are often émployed éimultaneously. Thus,athe

specifig coﬁ;?ibution of the contingent social isolation to the treatment

effeéts is often obscured or confounded. Because some reﬁearchers (Ty" -

Brown, 1967) fail to specify the pérameters to be altered a prior, a possible

occur during the
- 1

change in Triteria for the implementation of isé!ation may
course of ﬁrea;ment. The administration of time-out may fu?ther.be arbitrerily
imposed by parerts, téachers, or other involved personnel. Is the original

' behavior isi raduced, new behaviors may arise based on.inconsistency of

application (Drowning & Stover, 1971) or unclear delineation of parameter:

- N

E

-

to the chilsg. .

HETHOD oo s -
Subject i

‘The subject was a 1l3-year old male, John, enrolled in a sixth-grade
public midd%e school who was referred to.the Psychological Services Department

bécagse of dxtremely wild and uncontrollable episodes of acting-out

behaviof. is child had a history of emotiohal problems and at one time, was

ized for a six~month period. Most recently, he had been inter;
o -
mittently in¥olved in traditional psychethevapy on an individual basis for a

institutio

six month pe: od, but héd terminated about seven weeks prior to the initiation
of TO. Reports and record% miintained by schopl officials during the school

year;reveéled no change in bhehavior during psychotherapeutic involvemeht.

e

: 4
puring the period immediately following therapy termination, the acting-out

became morn frequent and- violefit. The referral was precipitated when John

-~ H M *

had injured two other boys on the playgfoqﬁd so severely that both,requi?éa

. hospitalization for head injﬁries. John's acting-out occurred both on the
¢ -b- . - -
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Playground and in the classroom and often resulted iﬁ‘disruption of lessons.

L)

Academic achievement, as reported by teachers and later validated by

diagnostic educational testing, indicated that John's academic functioning

.

was approximately two years below present grade level. John's intellectual

T
7

level, as revealed by WISC testing, suggested averaée intelligence.

v

Setting

' 4

“»

John was enrolled in a school which operated on a team~teachiang, depari-

mental approach. Each school day John spent nis time divided Hzirecn

classes with three teack‘, one male and two females.

Procedure .

A meeting was held w%th John's teachers to specify behaviors to be »:4i-

fied. The specific behaviofs, of a physically assaultive nature, were as

" follows: throwing objecés at other childrgn in class and on the playground;

hitting er, children with;either his hands or an object; kicking; biting;
and pushing others. These behaviors were agreed upon as the most important

l

for change and were to be the only criteria for TO. Prior to beginning TO,

: ~
each teacher recorded the number of times any of these behaviors occurred on

e

a daily basis over a two-week period to establish a baseline rate of deviant

functioning. Teachers were interviéwe%‘as to how they had been handling
John's bechavior prior to the baseline period and the approximate frequency
¢ , )
of his acting~out Mccording to the 1ist of specified behaviors, It was

MW\

ascertained that his acting-out occurrea about four or five times dafly and
4 3

y ‘% - . .
that it gained him a notable degree of both teacher and peer acknowledgement.

-

- The three teachers met with John and eglained to him their concern_about

: - =

his behavior and his not learning,but that they were confused about how to’

help him in either of these areas. It was pointed out that state laws

[l

mandated school attendance for a specified number of years, with failure to

- 44
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p do so rasulting in legal actioy. liis desruptive and agorassive bLehaviors'

were further examined in terms of hov thay interfered/with class lessons for

N

ELLEN

the other children vi.0 wanted tr learn and how unfair this infringement was.
“ The teachers stated their sincere interest in helping him, but since he had no*

responded to their nrevious-tzaching approaches, it was now up to hin 0 *

design his own school regimen in which he coulé learn as little or as :- ..

e 25 he desire?. Assuranges wver:z made that the teachers would help-hi.- i: 2. =0
i desired.
»
Because of the scriousness of his bechavior the teachers ...>iainoad how
T e— -
A R ..
N they would L¢ forced to exercise specific consequencss fo: .+ -tain 74

* i

benavior vhich endangered the other children. The list of sp2cified biiav =
i

. 'was read and explained to hinmand he was notifisd as to the conseguences . h

w

i [}

would result cach tie onz of these bohaviors occurred. ile would be sen. to

2 roon, uvight feot X #relve feet containing only a desk and chair angd no

N
-

vindows and would remain there alone for the duration of the c%ﬁss pariod in
¥ vhich e acted out, uwpon which he would then go to hLis next class (where the

sane rules were in effect.) !¢ was free to take onlv his school books =znd

+

work uith hin to the roou:,

. John was giwven a five-day training period during which each time one of

the specified behaviors occurred he would be verbally reminded of +he conse-

quences, 'but they vere not enforced, John was then notified as to when he
would begin to incur isclation for his unaccéeptable behaviors. Due to the

Practical urgency of tre.tmcht intervention. the verbal training period lzsted

for only ona week.

Each time John was acconpariedto the T0 room by one of the teachers the

‘ -,

criteria for isolation wzre zcirterated as was his responsibility for his Le-
havior. .e was told that yhep he stopped physically attabking others without

provocation, the isolation periods would be terminated. ‘

=Y Throughout the entir: procedure teacher conferences with the psychologist

] ;‘ . 45 ~d-, )
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. o 1
wera aeld on a ji-weekly basis to ascertain Jon's rate of amgressive behavior

and o nrovide teachers wit.l support, reassurance and feed.,ack on procgress. 7
. S 3 '

: ! » - - - v Y,

dail; record of not. the numwer of times Joiun was sent to the T0 rooil and the

t‘. ' 6 .

1] 1]

amount of time e remained by each teacuer during the entire brocess.

© Data vere statistically analyzed for Jegree of imterdependonce -ith a lag-!

-~

}utocorrelation(cottman a Leiblum, 1974) . An interrupted time-scrier anai'‘.

(Glass & (iaguire, 12631) was used to assess the total treatment efficaz - -.. .
' (2
RESULTS \

ot

. ~

The mean daily numoer of aggressive acts during the Das- . =~z .wricw Wil

4.6, Jowd exairited 22 aggressive acts durlng the FiTst wea. aul 2o wurnag ue
secoind week., he mean daily number of aggressive acts during the verpzl -7 - :-

ing period was 4.4 witi Joim displaying 22 aggressive acts.

-

0 was emplége¢ over a loiweek period witli total extinction of the ljsted‘
behaviors occurring after tie seventu weex. Uhe first week of TC Jokn spent a
daiiy average of 3 minutes isolated from his peers and in the second week a
daily average of ¢4 minutes. Juring tle third week of 7O a drastic reduction
occurred, witl a daily averace of 18 ninutes. Tvo full days of no assaulti;e
behaviors occurred\;hring this weeX., Fron this Qeek on the mean daily numder

‘ 1
of minutes spent in 10 e@reased, while the numder of full days ~it..out as-
saultive beliaviors eitlier egualled tids figure or Increased. After t.le seventi’
tveek of intervention’no sélf-fnitiated assaultive banaviors wére ma;\ifasted.
fwelve aggresgiﬁé velaviors were displayed during each of the first two
weel's of T0. JSuring the taird ieek of 2U only five aggressive actc -jerd oo-
served, ileeks four throug. scven showed a steady deciine ig,wééizy nunber of
o

aggressive sehaviors, T

. ' o -6

%;?
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buring the taird.and fourth weeks of the intervention, reports from all

>
teacaers noted not only a reduction in aggressive behaviors but also an

’

Increase in John's classroom attention and academic interest. lometrork

assignments were completed voluntarily and spontaneous classroom narticination

increased.

.

During an eight-ieel: follow~up three episodes of the specified agcs -
b?fxaviors i7ere noted by iils teachers. It was ascertained that in nc . . *leso

lastances tas John's behavior self-initiated. Since these behaviors lels s,
N/

voluntarily based TO was not employed..

-

eyt

Statistical analysis of the data revealed significant results. Aan auto:/

porrelation coeifficient of .625 (p. 4 .0l) was obtained. Further st'af./ist,:ical
evaluation of baseline dat:a with interveation and follo:w-u}) data 2y an
in;‘:errupted time-series analysis revealed an obse t (102)= ~8.290
(p. .0005) for change in‘ level. o s.ignificanc:e was obtained letizzen base-

line data wviti iatervenmtion and follow~tp dqué for change in slone.

, DISCUSSION /

¥ f f
Jo ®ignificant decrement in behavior was observed between baseline data

and vorbdal training data.;"é%lze obvioug decreases in acting-out duz;ing tne
B -
first two weeks of TO may be plausibly attributable to a decreasc in the

amount of time within which to act outy John spent so muc} tirx in

-

isolation daily that it was virtually impossible to behave more deviantly rore

frequently due to temporal limitations. The third t7agl-0f TO, though, re-

<

vealed a large decrement in deviant behavior which suggests treatment effects
attributable directly to 70. A substantial decrease in both total :reekly

number of Aagg':ressiv-e behaviors(five) and daily averc:age time spent in Isolation
« A "

‘(:{=3.e.’» minutes) was obsorved. Dy tlie fourth week of TO, John wvas s»ending 2
-

daily avorage of oﬁly 1.2 minutes in isolation and acting out orly three

times_“uring a one-treek period. Thus, the amount of time within o

. ? ¢
LS - v A 4 .-_f‘_ 5
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to tiae curonicity of the maladaptive behaviors, o.erant qains procured from.
tae bcnaviors,,énd previous environmental inconsistency in handling these

behaviors.
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* a

which to act out was not as limited as during the initial intervention weeks,
but actual assaultive behaviors were significantly reduced. During the

fourth week, teacher reports reflectad self-initiated interest in school

g

3 .
work with homework assignments turned in by John without coercion by e‘ither

barents or teachers.

ufman and Baron (1968) have pointeé out that TO is an aversive event
which can suppress deviant behavior. The resudts of this study suggest that
T0 is a sufficiently intense aversive event in and of itself to alter devianc
behavior without the application of direct positive reinforcers. (It may be
argued that, in fact,\ the positive reinforcers in this study were peer gro‘ups
contact and teacher approval. But, thege are directly resultant from the TO
technique itself and are not §pec‘ific\adjunot's employed to entice or edtﬁze
socially appropriate behaviors.)

A

It is felt that two ancillary variables which may have contributed signi-

ficantly to the positive ef§cts of TO were the reinforcement provided by .

teachers for the completion of school work, and the psychologist-teacher bi~
weekly conferenceg ;.zhich seem to have helped ,in.modifging previously negative '
attitudes of the teachers toward the child. '

Much criticism has been directed at the e.'fficacy of aversive technigues
in modifying inapprOpriate behaviors. Under the apprOpriate conditions, -
pm‘u.shment techniques such as T0 may be extremely effective in controlling
behavior behavior(Herman & Azrin, 1964; Lovaas, Schaeffer, , Sig\mon, 1965) .
Further research suggests that pu}lishment is of maximum effectiveness when
alternative response modes are available for the child(Aérin, 1960 & Hermanng
Azrin, 1964). This study supports the appropriateness of that statemont.

The use of To with the aggressive chlld can beian/effective treatment

procedure when used as the primary intervention mode. Fufther, it can be

incorporated into a school routine with a relative degree of facility.

. A.lt.hough the amount of time spent in modifying _the behavior in the present

. [KC -g= study was relativelg long duration, this may be attributable specifically
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