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ABSTRACT

The purpose of the study was to measure the effectiveness of a
three-step strategy designed to modify a classroom teacher's conse-
Quating behavior. In Step 1, a group contingency géme was introduced
into the classroom to reduce talk-outs and out-of-seats. 1In Step 2,
the game was supplemented by observer instructions and feedback to the
teacher concerning her consequating behavior. The purpose of the feed-
back was to increase teacher approval for appropriate behavior and to
decrease teacher disapproval for inapproprinte behavior. In Step 3,
the group contingency game was removed bul the teacher continued to re-
ceive feedback on her consequating behavior. Therefore, in this con-
dition, classroom discipline became dependent on the teazcher's skill
in administering social reinforcement. Results showed that the great-
est increase in teacher approval and the greatest decrease in te:zcher
Jdisapproval occurred in the game plus feedbick conditions. Student
talk-outs and out-of-seats were reduced considerably in each condition
in which the group contingency game was played. Follow-un showed that
the positive effects of training were not maintained in the teacher's
post-intervention behavior. These resultis indicate tu:'i the strategy
may be an effective way of helping a troubled tescher "o gain control
of his/her classroom througk the use of pos.itiv: sc-?al reinforcement.

effectiveness of the training procedure.
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Chapter 1
INTRODUCTICH

Discipline in the classroom fosters an environment conducive

to communication and learning, and 2lso seems to te an important

survival skill for teachers., llorse and Wingo (1969) nave stzted
that behavior management is the biggacst vroblen facing beginning

r

teachers, while lasden and lasden (1974) wointed out that a large
majority of teachers who leave the profession do so becezuse of an

inability to conirol their students,

[

There i1s increasing agresment among educators and psycholo-

gists concernirg the types of disciplirne techriques which are mecs

4
+demdagn, ¥

effective both in maintaining order and in helping studerntis *c
achieve instructional objectives. Ileacham and Wiesen (1969) have

o0
1

advocated that teachers use positive reinforcerent and extirction

to eliminate undesirable student behavior. These authors discour-
aged the use of punishment and threat as a means of control. Cla-
rizio {1971) noted thét competent teachers use more rewards than
punishment in managing siudent behavior, the approximate ratio being

four positive reinforcers to every one punishing experience. Stain-

~ . R A 4 s .
back, Payne, Stainback, and Peyne (1S73) also encouragsd the consis-

-

tent use of positive reinforcement in the clzssroom s0 that stucents

C
£

-+

7111 develop positive attitudes toward the teacher end the learn-



ing experience. Punishment and threat (aversive control), tradition-
al methods of our society for managing the behavior of adults and
children, have fallen into disfavor because of their votentially un-
desirable side effects, That is, the child who is fraquently pun-
ished may tegin to avoid and/or develop negative attitudes toward the
punisher (teacher) and the punishing situation (reading class).

While acknowledging the ability of punishment to suppress inappro-
priate behavior, Bandura (1969) stressed that the technigque should
be employed sparingly and judiciously.

The effectiveness of teacher-supplied social reinforcement in
reducing disruptive behavior has tesn well documented irn the behav-
icr medification literature. In a specizal classroom situation, Zim-
merran and Zimmerman (1962) demonsirated that teacher attention to
appropriate behavior paired with ignoring umpreductive tehavior suc-
cessfully reduced the temper tantrums of two eleven-year-old toys.
Thomas, Becker, and Armstrong (1968) found that disruptive tehavior
in a regular classroom could be first increased and then eliminated

1

hey reported tha

ct

by systematically varying the teacher's tehavior. T
disruptive behavior increased from a taseline rate of 95 to 26% when
the teacher contingently used disapproval of disruptive behavior and
did not praise appropriate behavicr. Uhen the teacher reversed her
consequating behavior, approving approovrizte student responses an
ignoring disruptive ones, the level of classroom disruption decreased
significantly, lasden, Becker, and Thomas (194%2) demorstrated that

a combination of rules, praise, and ignoring was effective in re-



ducing the behavior problems of target students, and severzl re-
searchers (Hall, Fox, Willard, Goldsmith, Emerson, Cwen, Davis, &
Porcia, 1971; Ringer, 1973) have reported success in reducing dis-
ruptive behavior when the teacher paired praise with a token rein-
forcement system. .

Teacher-surplied social reinforcement has also teen used to
increase appropriate study behavior and to improve acacdemic perform-
ance, Hall, Lund, and Jackson (196%8) found thet contingent teach-

er attention increased the study behavior of six children in a reg-

[0}

uwlar classroom. In working with uncder-achieving elementary students,
Chadwick and Day (1971) paired token and social reinforcement to in-
crease time-on-task btehavior, number of completed problems per min-
ute, and number of problems correct. These gz2ins were maintained
when social reinforcement alone was continued. Research 2lso has
shown that teacher zpproval (vertal or non-vertal) of one student's
tenavior can have a reinforcing effect on the behavior of other
students in the class (3roden, Zruce, ldtchell, Carter, & Hall,
1970). These authors found that a teacher's praise not only in-
creased the attending behavior of a disruptive seven-year-old boy,
but also increased the attending behavior of a nearvy classmate

who was not directly reinforced. This generalizing effect of
teacher praise and approval has important implicaiions for the
classroom teacher who desires a positive learning environment,

Most teachers seen convinced that the classroom environment

should be a relatively vositive place. In interviewing over 5,600



teachers, administrators, and counselors, Masden and Masden (1974)
found that over 99% of the respondents agreed that teachers should
foster a positive learning environment. Over 97% of the educators
interviewed also agreed that a strong indicator of 2 positive envi-
ronment would be one where the teacher makes more aporoving than dis-
approving comments toward student behavior. However, when the re-
searchers comparad the teachers' self-reported, positive intentions
with actual classroom observations of student-teacher interactions,

a large discrepancy occurred. The observations revealed that less
than 8% of more than 6,800 teachers actually gave more avpproval com-
ments for aprvropriate behavior than disaoporoval comments for inappro-
priate behavior., Masden and Masden's study suggests that while most
teachers verbally acknowledge the importance of a rositive, approv-
ing environment, in practice they control their students by using
disépproval, a form of punishment.

Beginning teachers seem to be esvecially vulnerable to this edu-
cational paradox in which adults with tositive intentions use rega-
tive techniques to control children's tehavior. When confronted by
continued disruptive btehavior which can te neither ignored nor elim-
inated by reasoning with the students, the inexperienced teacher may
eventually resort to the use of aversive control. Threzts and pun-
ishment are easy for the teacher to administer and they can be de-
ceptively effective. TFor example, the verbtal threat of having to
write 100 sentences or of being sent to the principal's office takes

only five seconds to deliver, allcows the teacher to express her anger,
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and may temporarily suppress undesirable student behsvior. However,
threats also can produce unwanted emotional responses in children
(Meacham & Wiesen, 1969) and in some cases eventually add to the
overall amount of undesirable behavior in a classroom (Thomas, Eeck-
er, & Armstrong, 1968). More importantly, continued reliance upon
threats and punishment creates an atmosphere of mutual distrust and
disrespect which mekes coming Yo school an unpleasant task for both
students and teacher.

It appears true but unfortunate that several important

changes occur with many teachers in that short period of

time while passing from a nzive idealist to "practition-

aire," The desire to be a good teacher often gives way

first to disillusionment, then to cynicism, and perhacgs

on to despair. The culmination is sometimes complete

resignation and apathy. (lasden & Masden, 1974)

There are several ways to help beginning teachers avoid these

negative, constrictive patterns of student-teacher interaction.

Teacher-training institutions can make a convincing theoretical cass

for the use of positive conseguences, and then demonstrate to future
teachers the applicability of these techniques in real or simulated

classroom situations., & second alternative might be one in which the

public schools would provide pre-service training to a teginning
teacher on the importance and the use of positive classroom discipline,
Such pre-service workshops could be followed up by having a principal
or supervisor observe the first-year teacher in the classroom and pro-
vide the teacher with feedback cn her performance. Given the absence
of this undergraduate or pre-service training in the uses of positive

sccial reinforcerent, many teachers encounter serious discipline prob-



lems in their first years of teaching.
A third approach to training teginning teachers in the use of

effective behavior management skills is to provide inservice consul-

tation on specific problems of classroom control. Although extensive
research has demonstrated the effectiveness of teacher-supplied social
reinforcement in modifying behavior oroblems, few studies have focused
precisely on the problem of iraining teachers to te effective behavior
modifiers. 3rown, lontgomery, and Barclay (1969) were justified in
steting that the literature has focused mainly on changes in student
behavior rather than on the process by which teachers have learned to
change their management methods. & few researchers have examined vari-
ous consultative strategies in providing behavior modification train-
ing to inservice teachers. Hall, Panyan, Rabon, and Broden (1968) re-
ported successful results in training three first-year teachers to use
behavior modification techniques. In each teacher's classrcom, a con-
sultant 1) assessed the problem tehaviors; 2) took baseline datz on
the target behaviors; 3) provided the teacher with a brief explanation
of reinforcement vrinciples and procecures (contingent z2nproval, ignor-
ing, withdrawal of privileges); and 4) provided the teacher with daily
feedback on her consequating behavior during a training phase. Resultis
showed that the teachers increased their appreoval comrents for appro-
priate behavior and that increases in student study btehavior were main-
tained up to 20 weeks afier termination of the experiment.

Masden, Becker, and Thomzs (1962) introduced the concept of be-

havior categories in training two teachers to use rules, praise, and



ignoring with their students. The authors trained the teachers to
respond contingently (approve, disapprove) to categories of student
behavior (appropriate, inappropriate). The well-defined behavioral
categories facilitated the consultant's explanation of reinforcement
principles and also enabled the teacher to receive precise yet under-
standatle feedback on her performance during the experimental phases.
Cooper, Thompson, and Baer (1970) developed a method of observing and

modifying teacher attention to aporopriate child resvonses (e.g.,
hand-raising, in-seat) in vre-school classrcoms. In this study no
attenpt was made to provide specific training in reinforcement princi-
ples. The experimenters attempted to increase teacher attention to
appropriate child responses bty providing the teacher with faciual

feedback relating to her ailending tehavior. The feedback consisted

of four types of information: 1) behavior definition - a statement

made to the teacher tefore each otservation session describing what

was meant by "appropriate child respense;" 2) local success frequen-

T .

¢y - the number of times the teacher attended to appropriate child
responses during a 10-minute interval. This was reported vertally
every 10 minutes of the session; 3) daily rate - the percentage of
intervals in each session in which the teacher attended to appropri-
ate child responses. This was reported at the end of each session;

L) failure frecuency - the number of times the teacher ed to at-

tend to appropriate child responses during the observation pericd.
This was also reported at the end of each session. Results showed

that upon receiving the local ancd caily feedback the teacher increased



her appropriate attending from 10% to 30% of her total teaching time.

In addition to the research cited above, other studies have re-
ported success in training masters-level students (Breyer, Calchers,
& Cann, 1971), consulting teachers (McKenzie, Egner, Knight, Perelman,
Schneider, & Garvin, 1970), and school psychologists (Brown, Montgom-
ery, & Barclay, 1969) to effectively assist teachers in the manage-
ment of classroom behavior., However, with the exception of the study
by Breyer et al. (1971), no mention was made of a teacher's hesitance
to change her present behavior or of other practical problems which
might occur in training a teacher to use behavior modification tech-
niques, Regardless of the quality of consultation, it seems reason-
able to assume that a teacher who is experiencing severe behavior man-
agement problems while relying on aversive control techniques may find
it difficult ‘o immediately change her consequating behavior (i.e.,
begin to approve appropriate student responses and to ignore inappro-
priate ones). Tharp and Wetzel (1969) have pointed ocut that when
children are misbehaving so badly in the classroom as to make the
teacher angry with them, it often becomes aversive to the teacher to
begin praising them. The prevailing pattern of disruptive behavior
reinforced by negative teacher attention may be difficult for both
students and teacher to change without some type of "intermediate
stage" in which students and teacher can begin to perceive each
other in a new manner,

The present study addressed this problem. Based on a consult-

ant model, it examined an inservice method of providing pesitive



discipline skills to a beginning ‘teacher who was already experiencing
behavior management problems in her classroom. The study investigated
the effectiveness of a three-step strategy designed to help a teacher
to: a) increase her percentage of approving appropriate behavior; b) de-
crease her percentage of disapproving inappropriate behavior, and c) de-
crease her percentage of making mistakes of comsequation (mistakes of
consequation included approval for inappropriate behavior and disapprov-
al for appropriate behavior),

In the first step, a group contingency technique was introduced in
order to reduce the occurrences of ocut-of-seat and talking-out behavior
in the classroom. The students as a group earned a reinforcer if the
collective frequency of their inappropriate behavior remained below a

certain level. Hypothesis 1. A group contingency game will reduce the

rates of talk-outs and out-of-seats in an elementary classroom. X 25%
decrease from the baseline rates of talk-outs and out-of-seats represent-
ed the experimental criterion (see explanatory diagram on p. 10), Barrish,
Saunders, and Wolf (1969) found that a group contingency game, in which
group consequences depended on appropriate behavior of individual team
members, significantly reduced disruptive behavior in a fourth-grade
class: out-of-seat behavior declined from 82% to 9%; talking-out behav-
ior declined from %% to 19%. Medland and Stachnik (1972) replicated the
Barrish et al. study, reporting similar positive results, and Billings-
ley and Smelser (1974) demonstrated that the group confingency game was
an effective management technique in a special class for emotionally-

disturted middle school students,
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Step 1 Step 2 Step 3
Game Game + Game + P'back | Follow
Feedback1 F'back2 Cnly up
Hypothesis 1 Hyp. 3| Eyp. 5
criterion = crit. crit.
25%
decrease
criterion = crit. crit.
25%
decrease
— UV — ——— —— — g ——— S, m—— —.{
Hypothesis 2 - Hyp. 4 | Hyp. 6
criterion = crit. crit.
0%
increase .
criterion = crit. crit,
20%
decrease
criterion = crit crit,
129
decrease

In the second step of the training strategy, the group contingency

gawe was supplemented by an observer's feedback to the teacher concern-

ing the teacher's rate of dispensing approvals and disapprovals and her

rate of making mistakes of consequation.

thesis which is central to this research.

Hvoothesis 2.

This step introduced the hypo-

A group contin- -

gency game plus observer feedback will enable a teacher to increase her

percentage of approving appropriate behavior and decrease her percentage

of disapproving inappropriate behavior and of making mistakes of conse-
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quation. In this hypothesis, the percentage measure refers to occur-
rences of a given teacher behavior (e.g., approval) expressed as a ratio
of the total number of teacher consequences given (approval, disapproval,
and mistakes). The experimental criteria for the three teacher behaviors
were: a) a 20% increase from the baseline approval percentage; b) a 20%
decrease from the baseline disapproval percentage; and c) a 12% decrease
from the baseline mistakes of consequation percentage. (The 12% criter--.
ion for mistakes represented an attempt to reduce the baseline mistake
percentage by one-half),

In the third and final step, the group contingency game was removed,
but the teacher continued to receive feedback on her consequating be-
havior. Thus, in the absence of the group contingency for controlling
inappropriate student behavior, classroom discipline became dependent

on the teacher's skill in dispensing social reinforcement. Hyvothesis 3.

Given the absence of the group contingency game but with continued ob-
server feedback, the rates of talk-outs and out-of-seats exhibited by

the students will not exceed the criterion rates for these behaviors

mentioned above (Hypothesis 1). Hyvothesis 4, Given the absence of a
group contingency game to control talk-outs and out-of seats but with
continued observer feedback, the teacher will be able to approve appro-
priate behavior, disapprove inappropriate behavior, and make consegua-
tion mistakes at the criterion percentages mentioned above (Hypothesis 2).
A follow-up condition took place three weeks after training had been
completed., Behavior was recorded under conditions similar to those of

the baseline periods. Follow-up data provided the answers to two questions:
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Hypothesis 5. Following training, the rates of talk-outs and out-of-

seats exhibited by the students will not exceed the experimental cri-

terion rates for these behaviors. Hypothesis 6, Following training,

the teacher will be able to approve, disapprove, and meke consequating

mistakes at the experimental criterion percentages.



Chapter 2

METHOD

Subiect Selection

Teacher., The teacher was a first-year teacher who was experienc-
ing difficulty in menaging classroom behavior. The teacher agresd ‘o
participate in the study voluntarily. She also contracted with the
experimenter to spend a minimum of one hour of consultation time per
week outside of class for the duration of the study. 3in experimental
riterion for selecting the iteacher was that she had to be ziving more
disaporoval to inappropriate behavior (including mistakes of consequa-
tion) than approval to appropriate behavior prior to intervention.

Students. The students were all the members of a primary BT
(educable mentally retérded) class in Culpeper County, Virginia. Their
ages ranged from seven to ten years. In addition, a subgroup of three

1

terget students was selected from this class by the teacher. The tar-
get children were evidencing maladaptive social behavior, poor academic
achisvement, and/or a generzl disinterest in what was taking place in
the classroon.

Response Definitions: Teacher Behaviors

Two aspects of teacher behavior, approvzl responses and disapprov-

al responses, were recorded during all conditious.
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Avooroval responses.

1) words spoken - verbal comments which praised a student's behavior.
Examples: "that's good; well done; I appreciate your attention; you
people have been great toda

2) physical expressions - facial or bodily expressions which rewarded
a student's behavior. Examples: a big smile, nodding, winking, clap-
ping hands, signaling A-CK, jumping up and down.

3) vhysical contact - touching the student. Examples: patting back,
shaking hands, touching hea

Disapproval resvonses.

1) words spoken - nagging, sarcasm, criticism, threats, screaming in

anger. ZIZxamples: "you don't understand because you don't listen; it

[

can't be that difficult; sit down and be quiet; this is the lzast tim
I'm telling you to shut up."
2) physical expressions - facial or vodily expressions which showed
disapproval toward a student's behavior. Examples: frowning, lock-
ing at ceiling, sheking fist, any expression which made fun of or
derided a student,
3) physical contact - any form of corporal punishment. Examples:
grabbing student's arm, pushing a student, slapping, spanking.
Observations concerning the teacher's consequating behavior fo-
cused on approval and disapproval responses which followed student
behavior. To facilitate the recording of teacher responses to stud-
ent behavior, teacher cbservation categories ceveloped by Masden &

Masden (1974) were used.
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Aa, Approval responses which indicated that academic work was correct.
This category included commendation for the correct answer, not for
"working hard,"

As. Approval responses for appropriate social behavior. This category
included commendation for following rules, staying on-task, raising
hand before speaking, etc. (See student behaviors)

Da. Disapproval responses which indicated that academic work was incor-
rect,

Ds. Disapproval responses for inappropriate social behavior., (See

—

student behaviors)

da) ., An aporoval mistake following academic behavior. The teacher
indicated an acacdemic response was correct when, in fact, it was incor-
rect,

Q§§ . An approval mistake following social tehavior. The teacher gave
approval to inappropriate social behavior. For example, the teacher
may have wslked over and given academic help to a child who was talking
loudly across the room.

QZQ . A disapproval mistake following academic tehavior. The teacher
indicated an academic response was incorrect when, in fact, it was cor-
rect,

@i@ . A disapproval mistake following social tehavior. ‘The teacher
disapproved an appropriate social behavior. This misitake occurred if

the teacher delayed in disapproving an inappropriate response and then

disapproved after the student was back on task.
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Re3ponse Definitions: Student Behaviors

Two aspects of student tehavior, appropriate responses and inap-
propriate responses, were observed during all conditions.

Approvriate behavior. Appropriate behaviors included any on-task

behavior in which the student's verbal and motor responses were appro-
priate to the learning activity and were in accordance with classroom
rules, Examples: looking at paper or book; writing on paver; answer-
ing teacher's question; listening to the teacher; raising hand to be
recognized in a group discussion; playing or working quietly with a
game after an assigned task had been completed.

Inaporovriate tehavior. Inappropriate behaviors included any off-

task benavior. On-task recording simultaneously vrovided the fraguency
of off-task behavior (mutually exclusive categories). However, in ad-
dition to recording on-task, the occurrences of two specific off-task
behaviors were recorded during all conditions:

1) out-of-seat - leaving the seat or moving the desk (thres feet or
more) without permission. Permission was defined as raising hand,
being recognized by teacher, and receiving permission to leave the
seat,

2) talking-out - any verbal noise that broke classroom rules or inter-
rupted the learning activity. Examples included: talking to the teach-
er or a classmate without permission; calling out the answers without
being recognized; singing, whistling, making noises., The talking-out

response had to te audible for it to be recorded.
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Observaticn and Recording

Observations were made at the same time each morming by two ob-
servers during a 30-min. academic period. The first 10 min. and last
10 min. of the period were used for observing and recording behavior,
The middle 10 min. were used for tabulating data and for providing
feedback to the teacher on her performance in dispensing reinforcement.
Both interval recording and time-sampling procedures were used to re-
cord the occurrence of behaviors.

Apvaratus, A cassette recorder and two cassette tapes with pre-
recorded time signals were used to accurately measure the observation
intervals., The time signals ("clicks™) acted as auditory stirmuli for
the observer to tegin an cbservation interval or a recording interval,
When assessing the reliability of obsesrvations, two observers listened
to the same tape (same time signals), thus reducing unreliability due
to time differences. The design of the present study required two ob~
servers to independently monitor different btehaviors. Therefore, two
different pre-recorded tapes (4 and 3B) wers used.

Cassette tape & was used in recording teacher consequating behav-
ior and time-on-task of three target students. The tape produced a
signal every 10 sec. and was used for two 10-min. observation periods
each day. To facilitate otservation and recording, each observation
interval was identified on the tape. TIor example, the spoken stimulus
"2am" following a signal on the tape informed the observer that the
first observation interval in the second minute was teginning. The

gtimulus "5c¢" indicated that the third observation interval in the
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fifth minute was teginning.

Cassette tape B was used in recording talk-outs and out-of-seats,
This tape, which also was used during the two 10-min. observation per-
iods, produced 20 signals at intervals verying from 20 sec. to 120 sec,
The average time between signals was 60 sec., and the sequence of the
varying time intervals was determined by using a table of random digits.1

Observer . Observer 1 recorded the occurrences of: 2) teacher ap-
proval for appropriate behavior; b) teacher disavvroval for inappropri-
ate tehavior; c) teacher mistzkes of consequation; and d) time-on-task

of three target students. To accomplish the above, Otserver 1 performed

three tasks during each 20-sec. observation~recording cycle. ZFirst,

[eB

the observer looked at the teacher for 10 sec., mentally noting the

teacher's conseguating behavior and its antecedent student behavior
(i.e., was the teacher's response correct, ia, or mistaken, Q;D, in

the situation?). Second, when cassette tape % "clicked" signzlling the
end of the observation interval and the beginning of the 10-ssc. record-
ing intervel, the observer quickly counted the number of target situd-
ents (1, 2, or 3) who were on-task, Third, the observer used the re-
cording interval to record the teacher and student behaviors which he
had just observed. When the cassetite tape "clicked" again signalling
the end of the recording interval, the observer began the cycle once

more by immediately looking at the teacher (first task). The record-

1Runyon, R. and Haber, H. Fundamentals of EBehavioral Statis-
tics (Table Q).
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ing form used was adapted from lMasden and Masden (1974).2

Daily measures of teacher approval, disapproval, and mistakes of
consequation were computed in two ways: a) Each behavior was expressed
in terms of the percentage of observational intervals in which it oc-
curred. The percentage of occurrences of a behavior was found by divid-
ing the number of intervals in which the behavior was recorded by the
total number of intervals over which observation took place. For ex-
ample, if teacher aporovzl (da and ls) occurred in 5 intervals out of
60 total intervals in a 20-min. observation period, then teacher aprrov-
al occurred during 8% of the observation intervals (5 divided by 60
equals .02). b) Each tehavior was also expressed as a percentage of
the total number of teacher conseguences given during a daily otserva-
tion period. Tor example, if all instances of teacher consequences
occurred in only 20 of the period's £0 intervals, and if disapproval
(Da and Ds) occurred in 10 of those 20 intervals, then disapproval made
up 50% of *the day's total teacher conseguences (10 divided by 20 equa
.50).

& daily measure of time-on-task for the three target students con-
gisted of the ratio of recorded on-task occurreances to the numnber of
possible on-task occurrences. For example, if out of 180 possible on-
task occurrences (3 students time-sampled 60 times per day) the record-

ed number of on-task occurrsnces was 90, the on-task percentage for

2See Appendix for copy of recording form A,
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that day was 50% (90 divided by 180 equals .50).

Cbserver 2. In all conditions in which the group contingency
game was used (see Experimental Conditions), the teacher acted as
Observer 2. She recorded behaviors by placing marks on the black~
board. In all conditions in which the game wzs not used (including
baseline), an alternate observer acted as Observer 2, He recorded be-
haviors on recording forn B

Observer 2 focused on the tehavior of 211 the students in the
class. He/she recorded talk-cuts and out-of-seats occurring during
the observation period by using a tire-sampling procecure. In the two
10-min, otservation periods, cassette tape B produced 20 signzls on
the average of one signal every 60 sec. Upon hearing the signal, Ob-
server 2 noted if any student in the class was talking-out or out-of-
seat and then recorded occurrences in the approovriate columm (talk-
outs, out-of-seats). For sach observation (signal) e maximum of two
marks could te recorded, cne in each tehavior colurm,

Daily measures for talk-outs 2nd out-of-seats were computed sep-
arately. The measure consisted of the ratio of recorded occurrences
to the number of possitle occurrences in an observation period. For

+

example, if out of 20 possible talking-out occurrences the recorded

~

number of talk-outs was 5, the talk-out percentage was 2357 (5 divided

by 20 equals .25).

Reliability. Eight to ten sessions of reliability iraining were

3

See Appendix for copy of recording form B.
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conducted in the target classroom prior to beginning the baseline con-
dition. Pre-baseline reliability indices were established for: a) the
use of recording form 4; b) the four behaviors recorded by Observer 1;
and c) the two behaviors recorded by Observer 2. There was at least
one reliability check for the recorded behaviors during each condition
of the study.

The reliability of recording form A as an instrument for recording
teacher behavior wzs computed by dividing the number of intervzlis in
which the observers were in exact agreement on the code by the total
number of intervals in which both observers recorded a <teacher response.

The reliability of Observer 1's recording of each of three teacher
behaviors (approval to appropriate btehavior - Za, As; disaporoval %o
inappropriate btehavior - Da, Ds; and mistakes of consequation - @;?,
Q§§ ,Qz) ,Q@@ ) also was computed separately. For example, to calculate

eliability for approval, each discrete symbol denoting avproval (4a
or As) was checked on toth otservar forms in every interval for agree-
ments. Disagreements were checked in the same manner, TFin2lly, the
percentage of reliability for approval was computed by dividing the
total number of agreements (da + As) by the total number of agreements
plus disagreements (da + is).

Obgerver 1's reliability in recording time-on-task of three tar-
get students was assessed by considering each interval ssparately. A
reliability percentage was computed for each interval by dividing the
number of observer agreements by the number of students under observa-

tion. If both observers agread that two situdents were on-task and one



was off-task, then the agreements (3) divided ty the number of stud-
ents being observed (3) equaled 100%., However, if one observer record-
ed all three students on-task while the second observer recorded only
one of the students on-task, then agreemens (1) divided by students
being observed (3) equaled 33%. The sum of the interval reliability
percentages was divided by 60 (number of observation intervals) to
yield a reliability percentage of on-task recording.

Observer 2's reliability was computed separately in reccrding
talk-outs and out-of-seats. The number of observer agreements (occur-
rences and non-occurrences) was divided by the total number of time-
samples to yield a reliability percentage. For example, if both ocbser-
vers agreed that on 16 of the 20 time-samples talking-out was occur-
ring, then the reliability percentage for recording talk-outs was 500
(16 divided by 20 equals .30).

Table 1 shows the results of inter-observer reliability checks
conducted during the study. The average reliability percentages for
the three student tehaviors (talk-outs, out-of-seats, and time-on-task)
met or exceeded the itraditional criterion of an .35 to .90 reliability
index. It should te rememberasd that each of the student behaviors was
recorded at random time-samples and that observer agreement was count-
ed if both observers agreed on either the occurrence of the behavior
or its non-occurrence atv a given time-samvle.

The average reliability percentages for the three teacner behaviors
(approval, disapproval, and mistakes of consequation) were somewhat low-

er than .85, tut this readily can te atiributed to the more siringent



Table 1

Reliability indices for the recorded behaviors

during each condition of the study.
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Conditions
Behaviors Ave,
I A N ) e
Teacher Approval 50 69 84 L6 73 80 | 100 72
Teacher Disapproval 73 71 62 79 78 64 79 72
Teacher Mistakes 63 0 * ® 100 { 100 25 58
Time-on Task 89 | 98| 86 9% R | - g6 91
Talk-Cuts 90 | 100 | 100 | - %51 - 85 9%
OQut-of-Seats 95 95 90 - 5 - 95 94
Coding Form 85 | 85 96 83| 89} 88| 97 89

#Note: Neither observer recorded an occurrence of the behavior
during the reliability check.
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method used to assess reliability of teacher tehaviors., The relia-
bility index was computed by using the following formula: cgreements
divided by (agreements + disagreements) equals reliability. However,
intervals in which both otservers recorded no occurrence of the be-
havior were not counted as agreements. (Many previous studies have
counted non-occurrence intervals as agreements when computing inter-
observer reliability vercentages.,) The present method of computin
reliability in interval recording studies is greztly influenced bty the
frequency of the behavior teing observed, with low-frequency tehaviors
yielding either very high or very low reliability indices. However,
recent authors (Masden & Masden, 1974; Hawkins & Dodson, 1975) have
recommended this method as being more valid even though it may yield
an index lower thean what has been traditicnally accepted in the field
of behavior modification,

Group Contingencyv Game

The teacher attended two A5-min, inservice sessions in which the
application of a group contingency technique was explained to her.
After becoming familiar with the rationale and prirnciples underlying
the group contingency, the teacher introduced the technigue to her
students as a "new game”" to be played each day. The rules for the new
game were posted on the blackbcard and consisted of the following state-
ments: a) Please be perfectly quiet after the bell has g; b)
stay seated in your own desk; ¢c) Flease raise your hand and wait to be
czlled on before rsgquesting permission to talk or to leave your desk.

P

The teacher read ‘these posted classrcom rules to the students the first



thing each morming.

The game was played each morning . during two different academic
periods (9:00 - 10:00, language arts; 10:45 - 11:30, math). A small
"bell ring" at the teacher's desk signaled the bteginning of an academ-
ic period. The teacher then explained that she would be looking up
from time to time to see if everyone was obeying the classroom rules.
If the teacher saw z student treaking one of the classroom rules, she
placed 2 mark on the tlackboard under one of two pictures: nicture 1
(in-seat) - a boy sitting in his seat, raising his hand, and then

walking tecward the teacher's desk; picture 2 (talk-out) - a girl sit-

N

ting in her seat, raising her hand, and then talking to the tezcher.
Out-of-seat infracticns were recorded on the btlackboard under victure-
1. Talking-cut irnfractions were recorded on the blackboard uncer pic-
ture-2. The children were told that if there were eight or fewer rarks
on the blacktoard at the end of the academic period, then 2ll the stud-
ents in the class would be entitled to a reward. Rewards included ex~
tré recess time, free play time in the class, a popcorn party, favor-
ite stories read by the teacher, large poster paper on which the child-
ren could paint, egtc. The academic teriods were spaced approximately
30 min. apart; therefore, the children essentially were working for the

i

free time between academic tasks.

1

A single student could contribute 2 maximm of 5C% of the class!
. . . R Pt A SO & R
rule infractions per period (e.g., four infractions if the limitv was
eight). If a student accumulated more than 50% of the class' rule in-

fractions in one pericd, he/she was not allowed to play the zame for
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two successive periods. (In the present study, such a situation did
not occur.)

Teacher Training Procedurs: GCame + Observer Feedback

The teacher attended two 75-min, inservice sessions in which
principles and applications of positive classroom discipline were dis-
cussed. The first session siressed the use of approvael for appropriste
tehavior and ignoring inavprorriate behavior, The teacher was also in-
troduced to the observational categories used in this study (see teach-
er behaviors and student behaviors). In the second session the teach-
er was provicded with graphs of her own approval and disaoproval behav-
ior based on observations made during the baseline and game conditicns,
The graphs were expleined, specific questions were answered, and scme
classroon situations were role-played. The ourvose of these inservice
sessions was not to produce a gualified tehavicral technician, but
rather to introduce the teacher to some new management techniques which
she would be applying under supervision.

The group contingency game was continued in this condition; howev-
er, it was supplemented by factual feedback to the teacher concerning
her consequating behavior., Utilizing graphs of the teacher's behavior
in the first two conditions, daily behavioral goals were established
for the teacher in three performance aress:

1) number of approvals for approprriate social tehavior.
2) number of disapprovals for inappropriate social behavior.
3) number of mistekes of conseguation.

To help the teacher mest her daily gozls in the three rerformance areas,
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written feedback on 4"x 6" index cards was given to the teacher two

times during each observation period. One feedback card summarized the
first 1C min. of observation and was carried to the teacher during the

observer's break. The second feedtack card was cumulative, including

i

a summary of the entire 20 min. of actual observation. The second
card was placed on the teacher's desk as the ohservers left the class-
TOOom,

The written information on the feedback cards consisted of abbrev-
iations of the three performance areas mentioned abeve with 2 corres-
ponding feedback number for each area. Devending on the teacher's
response reate in a particular area, the feedback numter wa2s wriften in
either red or blue pencil. If the teacher's resvense rate in a parti-
culaer area (e.g., As - approval to approoriate socizl behavior) was

hen the feed-

ct

compatible with meeting the daily gcal for that area,
back number was written in blue pencil. However, if her response rate
was lagging behind the rate needed to meet the daily goal, then the
feedback number was written in red pencil. For examrle, the teacher
may have had a daily goal of seven approvals, If after 10 min, of ob-
servation time she had made only one approval response, her rate wzs
too slow to meet the goal and the observer wrote a red "1" teside the
Mapproval area on the feedback card. With thz same da2ily goal of sev-
en, five teacher approvals in the first 10 min. of observation would
have produced a blue "5" beside the "approval' area, because five is
more than halfway to the goal of seven. Conversely, in attempting

to modify disapproval behavior, the teacher itried to reduce her dis-
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approval responses during the observziion pericd. If the daily goal
in the disapprovel area was six, then a red "4" on the first feedback
card would have indicated that the teacher had made four disapproval

responses in the first 10 min. of observation and that at this rate

o™
h

she would not achieve the gozl of six or fewer disavprovals. eed-
ack in the other performance area (mistekes of consequation) was oro-
vided in a similar manner,
Twice-weekly conferences between the teacher and observer were
held to review data, to establish new performerce zoals, and to dis-
cuss specific problems which arose in implementing the sirategy.

Excerimental Conditions

teacher-iraining strategy, a reversal design

o

To implement the

(ABCACD) consisting of six conditions and a follow-up was employed.

A B C A C D
(Step 1) | (Step 2) (Ster 3)
G.C, Game G.C. Game - o R
Baseline G.C. Game + Baseline + ‘eedbﬁC& Follow
1 a 2 Cnly up
reedback1 ~eeQba0A2
Time

Behavior categories (Masden & Masden, 197L) were used to record fre-
quencies of both teacher and student tehavior. At the end of the base-
line rperiod, a series of experimental onrocedures were introduced one at

a time and the effects on both tezcher and student tehavior were observed



across all conditions. A follow-up condition took place after train-
ing was completed, The purpose of follow-up was to determine if the
effects of training had stabilized, increased, or declined.

Baseline14 The teacher was instructed to tehave in her. usual
manmer. The obtservers recorded designated behavicrs using the defi-
nitions stated above. Baseline1 consisted of five observation dzys.

Game. The group contingency game was introduced into the class
(see G, C. Game, p. 24). The teacher was inserviced on the use of the
gane, but she received no feedback or instruction relating to her con-
sequating behavior, This condition was terminated after five cdays

ion limit during 07 of

1273

since the class remained telow its rule infrac
the academic periods,

Came + Feedback

.. The grour contingency game was supplemented
1... 1= > (&) <) s

by observer feedback to the teacher concerning her consequating behav-
ior (see Teacher Training Frocedure, p. 26). This condition was termi-
nated when the teacher reached the target criterion rates for conse-
guating responses (approval, disapproval, and rdstekes) established
during Baselinew.

Baseline This condition represented a return to taseline. The

D
students were told that the game would not ke played any longer., The
teacher was shown the graphs illustrzting her original taseline rate
of approval, and she was 2sked to approve student behavior at 2 simi-

lar rate during this condition.

Game + Feedbzck The students were told thait they were going to

= e

ovlay the game again., A4t this point, all procedures which were used in
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Game + F‘eedback1 were reintroduced.

Feedback Only. The game was once again discontinued, but the
observer continued to ?rovide feedback to the teacher. The teacher's
daily goals of approval and disapproval were the criterion rates es-
tablished in the Game + Feedback conditions.

Follow-up, A follow-up condition took place three weeks after
the trainipg had been completed. Behavior was recorded under condi-
tions similar to those in baseline. The teacher had been instructed
not to re~introduce the group contingency game into the classroom until

follow-up data was collected.



Chapter 3
RESULTS

The experimental reduction of disruptive student behavior (talk-
outs and out-of-seats) was considered a pre-requisite to training the
teacher to use more approval and less disapproval in the classroom. It
was important that a positive change in student behavior be demonstrated;
therefore, changes in student behavior will be discussed first.

Student Behavior., The results in Figure 1 and Table 2 show that

talk-outs and out-of-seats decreased to low levels of occurrence in all
conditions in which the group contingency game was used. In the Game
condition, the group contingency game was 100% effective in reducing
talk-outs. That is, the reduction of talk-outs met the experimental
criterion (see Hypothesis section, pp. 9-12). The game was 68} effec-
tive in reducing out-of-seats (.68 treatment effectiveness derived by
dividing observed out-of-seats decrsase of 17% by out-of-seats criter-

jon of 25%)., In the Game + Feedback conditions, the combination of

4

game and observer feedback to the teacher* was 100 effective in re-

ducing talk-outs and 88% effective in reducing out-of-seats. However,
in conditions in which the game was not used, talk-outs increased and

" out-of-seats approximated or exceeded its original baseline rate.

4U’nder the category "observer feedback" are included instruc-
tions for the teacher to approve appropriate behavior and ignore in-
appropriate behavior whenever possible,
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Figure 1, Daily measures of talk-outs, out-of-seats, and time-on-task,



Table-2

Average measures of student

behaviors during each condition.

33

. Behaviors
Conditions
Talk-outs Out-of-Seats Time-on-Task”

Baseline, 48% 304 7%
Game 229, 13% 91%
Game + Feedback, 2.% 8% 91%
Baseline, 31% L% 80%
Game + Feedback, 10% 8% 91%
Feedback Only 36% 25% 76%
Follow-up 40% 55% 62%

%Note: This measure refers to the behavior of three target

students only.
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In the Feedback Only condition, observer feedback was only L8% effec-
tive in reducing talk-outs and only 20% effective in reducing out-of-
seats., Follow-up data indicated a further increase in disruptive be-
havior, with out-of-seat behavior reaching its highest level of the en-
tire study, almost double the baseline rate.

Time-on-task behavior of three target students was measured in
each condition to determine if the game, the observer feedback, or a
combination of the two would produce an increase in on~task behavior,
The results in Figure 1 and Table 2 show that when the game was supple-
mented by observer feedback to the teacher, there was no increase in
time-on~-task behavior. However, when the game itself was discontinued

in the final two conditions (Feedback Only and Follow—up) of the study,

time-on-task showed a consistent decrease, falling considerably below
its baseline level.

Teacher Behavior. Table 3 shows each teacher behavior (e.g., ap-
proval) as a percentage of the total number of consequences given by
the teacher (approval + disapproval + mistakes). This percentage, which
is not influenced by overall changes in the teacher's rate of consequa-
ting student behavior, allows a ratio comparison of teacher behaviors
across experimental conditions. Table 3 indicates that the introduc-
tion of the group contingency game (Game), without observer feedback,
did allow the teacher to increase her percentage of approving appropri-
ate behavior and to decrease her percentage of mistakes of consequation.
However, even though the level of talk-outs and out-of-seats (see T;ble

2, p. 33) decreased while the game was being played, the teacher's per-



Table 3

Average measures of teacher behaviors during each
condition expressed as percentage of consequences

given,
Behaviors
Conditions
Approval Disapproval Mistakes

Baseline, 2/% 529 2.%
Game 3.% 61% 5%
Game + Feedback, 61% 37% %%
Baseline, 37% 59% 5%
Game + Feedback, 55% 1% 5%
Feedback Only 48% 4% 6%
Follow-up 25% 6.% 11%

35
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centage of disapproving inappropriate behavior increased in this condi-
tion.

Talk-outs and out-of-seats remained at a low level when the game
was supplemented by observer feedback to the teacher. In the Game +
Feedback1 condition, the teacher was able to meet the experimental cri-
teria for approval (20% increase over baseline) and for mistakes of
consequation (124 decrease). However, she was only 75% effective in
meeting the disapproval criterion (20% decrease from baseline). A re-
turn to baseline conditions (i.e., the withdrawal of the game and ob-
server feedback) produced a substantial increase in talk-outs and out-
of-seats, The teacher's disapproval percentage increased and her ap-

proval percentage decreased in Baselinez. When treatment procedures

were re-iniroduced in Game + Féedbackz, talk-outs and out-of-seais re-
turned to a low level, and the teacher was able to meet criterion for

approval and mistakes, However, she was only 55% effective in meeting
the disapproval criterion. The game was withdrawn once again in the

Feedback Only condition, and talk-outs and out-of-seats showed a sharp

increagse., Despite this increase in disruptive student behavior, the
teacher, with the help of observer feedback, met criterion for approv-
al and mistakes. She was only 30% effective in reducing disapproval.
It should be noted that only 7 out of 11 students were present on the

first day of the Feedback Only condition. These children were excep-

tionally well-behaved and the teacher responded with her highest daily
approval percentage of the entire study. A Follow-up condition occur-

ring three weeks after training had ended showed a high increase in
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talk-outs and out-of-seats. In follow-up, neither the group contingen-
cy game nor observer feedback was used in the classroom. Results show
that the approval percentage decreased to a level approximating Base-
;2291; the disapproval percentage increased past its Baseline1 level;
and the mistakes of consequation increased substantially though it
still remained below the experimental criterion.

The results in Figure 2 and Table 4 indicate that teacher approval
was highest in conditions in which the teacher received observer feed-
back concerning her consequating behavior. Teacher disapproval varied

considerably from day to day btut it was lowest in the Game # Feedback

conditions. The teacher made her greatest numkter of mistakes of conse-
quation in Baseline1 and Follow-up, conditions in which neither the
_ group contingency nor observer feedback was employed. Table 4 also shows
an increase in the total number of consequences given by the teacher in
the last two conditions of the study. N
A final aspect of teacher behavior which deserves mention is the
comparison of occurrences of academic approval to occurrences of social
approval during each conditicn of the study. The reader is reminded
that in this study academic approval (Aa) refers to approval responses
for corréct academic work, Social approval (As) refers to approval re-
sponses for appropriate social behaviors such as on-task or hand-rais-
ing. Table 5 contains average measures of academic approval and so-
cial approval during each condition. Results show that the teacher be-

gan to give much more approval to appropriate social behavior when ob-

gserver feedback was introduced in the Game + Feedback1 candition.
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Table 4

Average measures of teacher behaviors during each
condition expressed as percentage of observation

intervals.
Behaviors
Conditicns Total
Approval Disapproval Mistakes Consequences

Baseline, 12% 26% 129 50%
Game 1% 35% 3% 57%
Game + Peedback, 3% 21% 2% 57%
Baseline, 19% 31% 2% 52%
Game + Feedback, 2/% 18% 2% LL%
Feedback Only 31% 30% 4% 65%
Follow-up 17% 42% 8% 67%




Table 5

Average daily number of teacher approvals during

each condition.

Behaviors

Conditions

Total Number| Approval Approval

of Approvals| to Academic | to Social
Baseline1 7.2 7.0 0.2
Game 11.6 10.2 1.4
Game + F’eedback1 20.0 "11.8 8.2
Baseline2 11.3 8.3 3.0
Game + Feedback2 14.2 8.6 5.6
Feedback Only 18.5 8.3 10.3
Follow-up 10.0 6.3 3.8
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In each succeeding condition, excepting Baseline,, social approval com-
prised at least one-third of the teacher's total number of approval

responses, In Feedback Only, a condition in which talk-outs and out-

of-seats increased by 26% and 17% respectively, the teacher was still

able to give a high rate of social approval.



Chapter 4

DISCUSSION

The purpose of this study was to measure the effectiveness of a
strategy designed to modify a classroom teacher's consequating behavior.
The central hypothesis stated: A group contingency game plus observer
feedback will enable a teacher to increase her percentage of approving
appropriate behavior and decrease her percentages of disapproving inap-
propriate behavior and of making mistakes of consequation. When the
strategy of a group contingency game plus observer feedback was direct-
ly implemented in the classroom, it proved to be an effective method for
training a teacher to use more approval and to make fewer mistakes of
consequation in managing student behavior, The strategy was not fully ef-
fective in training the teacher to reduce her disapproval responses. As
the components of the strategy were systematically withdrawn (first the
game, then the observer feedback), the teacher began to revert to her
pre-intervention reliance on aversive control. A follow-up condition
showed clearly that the positive effects of training had not been main-
tained in the teacher's post-intervention behavior.

Pre-Intervention Classroom Environment. The study was conducted

in a primary EMR class at the request of a first-year teacher and her
school supervisor. After two months of school, the behavior of the
students in the class had become chaotic., ILoud yelling, fighting,

running around the room, and chair-throwing often occurred during a
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single academic period, Some of the students were openly defiant in
their refusals to obey the teacher's directions. The emotional strain
on the first-year teacher was noticeable. Although she ignored much
of the inappropriate behavior, her attempts at discipline were charac-
terized by loud scolding or repetitious threats which lacked consequen-
ces, Sending students to the principal's office, where corporal pun-
ishment and forfeiture of recess were tried, had proven of little val-
ue in curtailing the misbehavior.,

The teacher did have some personal expectations concerning stud-
ent behavior., Ideally, she wanted the students to raise their hands
before asking a question or for permission to leave their seats. How-
ever, talking-out and being out-of-seat without permission were fre-
guent behaviors in the classroom., The short attention spans of the
primary EMR students and the teacher's inexperience in managing instruc-
tional activities were co-contributors to the disorganized environment.
While teaching five to seven children in a small group activity, the
teacher seldom had the attention of more than two students at a time.
Also, other students constantly interrupted the small group instruc-
tion to ask questions about their seatwork assignments. When the stud-
ents moved from seatwork to small group and vice-versa, the transition

period (i.e., moving from one seat to another seat) could range from

5 min, to 10 min,
The absence of classroonm discipline and the absence of teacher
instructional experience were both key factors in the pre-intervention

clagsroom environment., The present study focused on providing the



teacher with positive classroom discipline skills, Instructional
techniques, including grouping procedures and materials assistance,
were not introduced by the consultant during the intervention period.
It was reasoned that an improvement in the teacher's behavior manage-
ment skills would facilitate her acquisition of instructional compe-
tencies,

Effects of the Group Contingencv Game, The group contingency

game helped to decrease talk-outs and out-of-seats and helped to in-
crease time-on-task behavior in each condition in which it was used.
(Note: Measures of time-on-task in this study were inflated due to
the teacher's emphasis on small group instruction and her minimum re-
quirements for written seatwork. During group instruction, a stud-
ent who finished his seatwork assignment and received no further in-
structions from the teacher was counted on-task if he simply remained
in his seat.) Two elements of the group contingency game, rules and
teacher enforcement of rules (i.e., placing a mark on the blackboard
for a rule infraction), provided a structure and consistency to the
classroom which had been lacking prior to intervention. During game
conditions, student interruptions of small group instruction decreased,
and the time required for changing instructional activities was great-
1y reduced.

The game encouraged the class as a whole to monitor inappro-
priate behavior. The students reminded each other of the rules and

sometimes censurad habitual rule violators who were costing the class
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a chance at the group reward. While during baseline observation a
majority of the 11 students contributed to the inappropriate class-
room behavior, during game conditions only two, at most three of the
students consistently broke the behavior rules. The game was won by
the students in 80% of the sessions in which it was played. Follow-
ing those "losing" sessions in which the students exceeded their lim-
it of misbehaviors, the teacher and the consultant either strengthened
the reinforcer (e.g., from 5 min. extra recess in the morning to 5 min.
in the morning and 5 min. in the afternoon) or changed the reinforcer
(g.g., from extra recess to a new art activity). This manipulation of
the reinforcer enabled the class to win the game nearly every day. It
should be noted that the teacher found it difficult to come up wifh
new reinforcers as they were needed, a complaint voiced by many teach-
ers in behavior modification studies, This was one area where the con-
sultant provided suggestions and ideas.

The effects of the group contingency game on teacher behavior can best
be examined in the Game condition (see p. 34), the condition preceding
the introduction of observer feedback, The first effect of the game
was to decrease the teacher's mistakes of consequation (e.g., approval
to inappropriate behavior). The rules and behavior definitions seemed
to make it easier for the teacher to discriminate appropriate from in-
appropriate behavior. A second effect was to increase the teacher's
approval behavior. The data, however, shows that the teacher approv-

al in the Game condition was directed toward correct academic responses,









not appropriate social behaviors. It seems that the game, by reducing
disruptive behavior and interruptions of the teacher, actually increased
the time available for the teacher to ask questions, for the students

to respond, and for the teacher to approve correct responses. Since
out-of-seats and talk-outs decreased in the Game condition, a corrés-
ponding decrease in teacher disapproval to inappropriate behavior might
have been expected. This was not the case, In fact, the teacher's per-
centage of disapproving actually increased when the game was first intro-
duced without observer feedback. This increase in disapproval may have
been due to the teacher's initial lack of confidence in the controlling
power of the game. (The reader is reminded that the game was simply the
provision of a group reinforcer contingent on the students staying below
a given number of misbehaviors in an academic period.) According to the
rules of the game, the teacher could assign "misbehavior marks" only at
given time samples (tape recorder signals). The teacher assigned the
marks correctly but, perhaps fearing that the class would exceed their
limit of misbehaviors, she repeatedly remincded, warned, and threatened
the students regarding the possible loss of their reinforcer. Very few
misbehaviors were ignored during the Game condition. This unexpected
teacher reaction was responsible for the increase in disapproval.

Effects of Observer Feedback. When observer feedback to the teach-

er was introduced as a supplement to the group contingencrs game, the

teacher was instructed to approve appropriate behavior and to ignore
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inappropriate behavior as much as possible. At this point the teacher
began to rely more on the managing effectiveness of the game, but she
was still only 65% effective in reducing her disapproval to inappro-

priate behavior. In the Game + Feedback conditions, the teacher did

begin to approve appropriate social behaviors such as on-task, in-seat,
and hand-raising. Prior to the introduction of observer instructions
and feedback, the teacher's approval had been restricted to acknowledg-
ing correct academic responses ("that's right" or "good"). With obser-
ver feedback, the teacher began to praise the children for following
the rules of the game (e.g., "I like the way you raised your hand be-
fore talking" or "You people are doing great; we have only had one talk-
out this morming."). On several days the feedback card at the halfway
point in the observation session made the teacher aware that she was
approving too little or disapproving too much. She often proceeded to
correct the problem in the second half of the session, and thus met her
daily goals for approval and disapproval. The teacher stated that she

felt more in control of her classroom during the Game + Feedback1 condi-

tion that at any other part of the study.

The effects of observer feedback were also recorded in the Feed-
back Only condition (see p. 36), four sessions in which the group con-
tingency game was not played, Without the game, talk-outs and out-of-
seats returned to high levels of occurrence even though the teacher
was able to maintain a relatively high percentage of approval. Al-

though the behavior modification literature strongly supports the pre-



mise that teacher approval is an effective reinforcer for primary-age

children, in the Feedback Only condition of the present study, contin-

gent teacher approval did not seem to have a positive effect on student
behavior., The increase in talk-outs and out-of-seats might be explained
in several ways. First, the connection between the group contingency
game and teacher approval may not have been sufficiently strong for
praise alone to assume the reinforcing properties of winning the game.
Second, the ratio of approval to disapproval was only 1 to 1 while Mas-
den and Masden (1974) have cited an ideal ratio of 4 to 1. Third, the
teacher's approval responses may have lacked the variety, spontaneity,
and sincerity so necessary in positive classroom interaction., Even with
observer feedback, the teacher found it difficult to vary her verbal
phrases of praise, The repetitive use of such phrases as "very good,"
"okay," and "I like all these nice hands raised in the air'" may have
weakened the effectiveness of the teacher's approval during the Feedback

Only condition.

Effects of the Experimental Design. The results of this study

were influenced considerably by the experimental design used to imple-
ment the teacher training strategy in the classroom. A quasi-reversal
design (ABCACD) with six conditions and a follow-up was employed. Each
condition contained from four to six daily observation sessions. The
reversal design was chosen for two reasons: a) It controlled for varia-
tion in student and teacher behavior across time. For example, without

a return to baseline conditions and then re-instatement of the treatment,
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positive changes in student behavior could logically have been attri-
buted to other factors such as developmental maturity or to more inter-
esting and efficient instruction; b) It necessitated the observers being
in the classroom only 30 min. each day. Since both observers were ac-
tively-employed itinerant resource teachers, the amount of time they
could spare from their daily schedules was limited.

In retrospect, the specific research design used in this study may
have severely impaired the long-range effectiveness of the teacher-
training strategy. As stated before, the demonstrated improvement of

student and teacdher behavior in Game + Feedback. was not maintained in

1

the follow-up observation sessions. It seems likely that the six dif-
ferent conditions of the study, each with its own procedures and behav-
ior requirements, impeded the teacher's stable acquisition of positive
management skills, If the goal was to help the teacher develop struc-
ture and consistency in managing children, then applying the game (Game
+ Feedback1), taking it away (Baseline,), re-applying it (Game + Feed-

back2), and taking it away again (Feedback Only) certainly represented

an inconsistent means of reaching this goal.

The limited number of sessions in the first teacher training con-

dition (Game + Feedback1) was a second characteristic of the research
design which may have affected follow-up results. The teacher received
only six 30-min, sessions of observer feedback before she was asked to
discontinue the game and to revert to her baseline level of approval.
This may have been insufficient time for the teacher to stabilize her

newly-acquired mode of approving appropriate behavior. Such a quick
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return to baseline would have been appropriate if the major purpose of
the study had been to show the functional relationship between two var-
iables (i.e., talk-outs decrease when group contingency game is used).
However, in a teacher training study where the purpose is to help a
teacher acquire viable management skills, the long-range effects on
teacher behavior are probably more important than a demonstration of
functional relationships between variables during the intervention per-
iod. It is impossible to predict what influence a longer training con-
dition would have had on follow-up results. But when the § days of "ap-
proval! training are weighed against the 50 days of negative classroom
interaction and disorganization which preceded the training condition,
the assumption that additional training may have made a difference can-
not be ruled out.

The short time-frame in which training tock place each day is a
third experimental factor which should be discussed. The teacher spent
the entire school day with her EMR class. However, the group contingen-
cy game was played exclusively during the morning academic periods, and
the observers were in the room for only 30 min, of the first period,
language arts., The teacher, therefore, received feedback on her conse-
quating behavior only during the language arts pericd. The issue being
raised here is not the generalizability of training to the rest of the
teacher's school day, but rather the effects of the rest of the school
day on the next morning's training session, For example, if a very pro-
ductive 9:30 to 10:00 training session was followed by an unpleasant,

even unbearable afternoon for the teacher, what effect did the "bad"
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afternoon have on the teacher's approval behavior the following morn-
ing at 9:30? More importantly, which time-frame (9:30-10:00 or 11:00-
3:30) exerted more influence on the teacher's post-intervention behav-
ior towards the students?

The fact that the teacher-training strategy was implemented fol-
lowing two months of negative student-teacher interaction is a final
experimental influence which, although difficult to measure, certainly
deserves consideration. Having lived together for 40+ days, 6 hours
per day, both the students and teacher had time to form fairly stable
impressions of each other prior to intervention. No doubt some of these
impressions were positive and some negative., However, the negative
feelings regarding discipline may have been firmly established in the
first two months of school, because of the pervasive disorder and the
resulting daily confrontations between students and teacher., Such a
pattern of negative interaction, once established, is not easy to change.
If "approval' training had been initiated aftér only two or three weeks
of the school year had elapsed, the training's effect on student-teacher
interaction may have been very different.

Implications. The present study demonstrated that an inservice

training strategy (group contingency game plus observer feedback) could
enable a teacher who had been experiencing serious discipline problems
to meke positive changes in her conseguating behavior. Even though the
positive effects of intervention were not maintained in follow-up, dur-
ing training conditions the teacher met criterion goals for increasing

approval and for reducing mistakes of consequation. She also reduced
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her disapproval percentage, but not to eriterion. The results further
suggested that both elements of the training strategy, the game and the
observer feedback, were needed to make the teacher a positive and effec-
tive manager of classroom behavior. Since the behavior modification lit-
erature contains numerous studies in which behavior games and observer
feedback used singly were successful in reducing disruptive behavior,

the present study's implication that both training elements are required
merits explanation.

When the group contingency game was used alone in this study (Game
condition), the behavior of the students improved considerably. However,
though inappropriate behavior in the classroom decreased, the teacher
actually increased her disapproval of the students. It seems that be-
havior games may inadvertently focus teacher attention upon- inappropriate
behavior rather than upon appropriate behavior,  producing a situation
which is incongruent with the philosophy of most behavioral psychologists
(Meacham & Wiesen, 1969; Clarizio, 1971; and Stainback et al., 1973).
Unfortunately, previous studies (Barrish et al., 1969; Medland & Stachnik,
1972; and Billingsley & Smelser, 1974) have not examined the effects of
behavior games on teacher behavior. This is an area which calls for
further research, It is of dubious value for psychologists to put such
a powerful management technique into the hands of teachers who find it
difficult to praise improvements in student behavior,

When observer feedback was used alone (Feedback Only condition),

the teacher was able to maintain a fairly high percentage of approval,

but the level of inappropriate student behavior increased considerably.
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These results raise some interesting questions. A widely-accepted
maxim in applied behavioral research is the effectiveness of teacher
approval in managing the behavior of elementary-age school children,
Several studies (Hall et al., 1968; Masden et al., 1968; and Cooper et
al., 1970) have reported success in training teachers to manage disrup-
tive behavior through the use of contingent approval and ignoring.
Underlying each of these studies is the assumption that a teacher has
the power to manage her students if she will only use her social rein-
forcement behavior in an appropriate manner. The results of the present
study do not necessarily refute the validity of this assumption. The

increase in disruptive behavior in the Feedback Only condition can tbte

explained by: a) an’ inadequate ratio of teacher approval to disapproval;
and b) a lack of spontaneity and variety in teacher approval responses.

However, another way of explaining the Feedback Only (and Follow-up) re-

sults involves examining the classroom conditions under which the teach-
er attempted to deliver praise and disapproval. Each time the group con-
tingency game was played, student behavior improved (fewer talk-outs,
fewer out-of-seats). In the game conditions, therefore, the students
exhibited appropriate behaviors which could te praised. Whén the game
was not played, however, the students were so rowdy that the teacher
found it very difficult to praise appropriate behavior and/or to ignore
the overwhelming amount of misbehavior, Instead of the expected "teach-
er behavior will control student behavior" paradigm, the results might

be interpreted as: "game controlled student behavior; student behav-

ior controlled teacher behavior." Consultants who ask teachers to
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use contingent approval and ignoring are not providing faulty or
damaging advice; however, this strafegy alone may not produce satis-
factory results in all classrooms.

An alternative strategy which was not employed in the present
study would have been to pair teacher praise with a primary reinfor-
cer (food) and then gradually to remove the primary reinforcer from

the classroom. In the Game + Feedback conditions of the present

study, the teacher's praise was paired with winning the game and the
subsequent reinforcers, art activities and extra recess. However,

the pairing was not immediate in a temporal sense (e.g., "Very good!
Here is a piece of candy."). Also, the limited number of training ses-
sions may not have allowed the students enough time to associate teach-
er praise with the activity reinforcers.

The two-part strategy of a group contingency game and observer
feedback has promising implications for future behavior management
training., For practical applications, a simple AB design, where A
equals baseline and B equals the training condition (game plus feed-
back), would enable a school psychologist, principal, or guidance
counselor to help a beginning teacher imvlement the strategy in his/
her classroom, Without the experimental requirement to return to base-
line conditions, the game plus feedback condition could be continued
for as many days as the teacher felt it was needed. The training
strategy may prove to be most helpful, not in an all-day, self-con-

tained environment like the present study, t rather in an elemen-
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tary class (e.g., math) where the teacher sees different students every
90 min, In this situation the game coulé easily be played for an entire
period, thus assuring stability and consistency in the teacher's daily
interaction with the students. Furthermore, the teacher could choose
to employ the strategy during only one or two periods per day, allow-
ing her to try less-structured management approaches with well-behaved
classes,

Future experimental applications of the training strategy should
consider two alternatives to the reversal design employed in the pres-
ent study. First, an experimental group/control group design (six to
eight teacher - Ss in each group) could be employed if a sufficient
number of classrooms and trained observers were available. Second, in
a single teacher's classroom, a multiple-baseline design could be imple-
mented in which the training condition was introduced first in one time-
frame while baseline observation was continued in a second time-frame,
Later, the training condition could be introduced in the second time-
frame and experimental effects could be compared. Each of these al-
ternative: designs will allow an initial training condition of indefi-
nite length and will provide experimental control without requiring a
return to baseline conditions.

The development of efficient, practical ways of training teach-
ers to become effective classroom managers is an important need in
education today. The present study has investigated one approach in
training a beginning teacher to use positive discipline skills, Un-

like many previous training models, the present focus was on changes
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in teacher behavior as well as student behavior. Although the long-
range effectiveness of the training strategy was not supported, both
student and teacher behavior changed in a positive direction during a
major portion of the intervention periocd. The results also indicated
several ways in which methodological changes might improve future ap-
plications of the training strategy. Hopefully, some of the promising
hypotheses generated by this study will be tested by future research-

ers in the important area of classroom management.
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